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ABSTRACT

ACADEMIC PERSISTENCE AND ATTRITION AMONG FRESHMAN
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by
Arnold W. Illanz

Chair: Lyndon G. Furst

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

ABSTRACT OF GRADUATE STUDENT RESEARCH
Dissertation
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Title: ACADEMIC PERSISTENCE AND ATTRITION AMONG FRESHMAN
TRADITIONAL AND NON-TRADITIONAL STUDENTS AT A PUBLIC
MIDWESTERN COMMUTER UNIVERSITY
Name of researcher : Arnold W. Illanz
Name and degree of faculty chair: Lyndon Furst, Ed.D.
Date completed:
Problem
This research examined student background characteristics, student social and
institutional integrations, and their relation to attrition rates of freshman students at a
public Midwestern commuter university.

Method
A quantitative research methodology based on empirical data collection was
used utilizing a 101-question research instrument consisting of two sections: student
demographic, and five factorially derived scales developed by Pascarella and Terenzini
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(1980) which operationalized Tinto’s (1975) conceptual model of college student
withdrawal. Chi-square, analysis of variance, and Pearson product-moment correlation
were used to identify factors related to student academic persistence and attrition.

Results
The study found that, in general, factors external to the institution such as
student background characteristics did not relate to freshman student academic
persistence/attrition. The study also found that four of the five Pascarella and Terenzini
(1980) scales did not differentiate between freshman, transfer, and stop-out students,
and three of the five scales did not differentiate between persisters and non-persisters:
however, interaction effects were found between type of student and level of persistence
on two of the five scales, and only one scale differentiated between persister/nonpersister students by traditional/non-traditional student type.

Conclusion
The study did not substantiate the validity of Tinto’s (1975) model of student
persistence and attrition from college for freshman/non-traditional students at a public
Midwestern university. His theory and model were found to be inadequate to explain
the difference between persister/non-persister students at this university. A new model
and research instrument of academic persistence and attrition based on internal
institutional variables are therefore needed.
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CHAPTER I

PURPOSE AND ORGANIZATION

Introduction and Overview
In the current panorama of American higher education, research efforts on
student attrition, academic persistence, and retention are concentrated mainly on the
typical cohort of college-age university students. This occurs at a time when systemic
and paradigmatic changes are occurring in the composition of the pool of higher
education consumers on the one hand, and “continuing increases in college costs” on
the other (Vogelstein, 1998, p. 68).
Current tuition costs are so high that “many parents and students now believe
colleges and universities are gouging them” (Vogelstein, 1998, p. 62). while "higher
education enrollment, however, is projected to increase by 14%, to 16.3 million, by the
year 2009” (Gerald & Hussar, 1999, abstract), and while “between 1979 and 1999, the
annual number of high school graduates in the United States decreased by over a
quarter million students, but total and undergraduate enrollment in higher education
increased substantially” (Breland et al., 2000, p. vii). Research findings however show
that “each year, more and more students, at all educational levels, are taking longer to
complete their studies” (Bowen, Lord, & Sosa, 1991; Fraser, 1989; Porter, 1990;

1
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Willet & Singer, 1991, p. 432). They also show that “departure during the first year
of college accounts for almost half of all the attrition with dropout rates ranging from
less than 20% in some of the state institutions to 80% in some Ivy League Schools"
(Frysinger, 1998, abstract).
Dropout and attrition studies in the 90s considered “whether a 4-year
graduation cutoff remains appropriate now that only 15% of college freshmen graduate
within 4 years” (Porter, 1990, abstract), whereas studies of undergraduate completion
and persistence at 4-year colleges and universities reveal that “too many students drop
out of college” (Antony, 1996, abstract; Arnold, 1996, abstract; Elkins. 1996, abstract:
Grunder, 1995, abstract; Harles, 1995, abstract; Joseph. 1995, abstract; Lack, 1997,
abstract; Lloyd, 1995, abstract; McGrath, 1996, abstract; Porter, 1990, abstract;
Ruddock, 1996, abstract) which is consistent with Tinto’s 1987 findings. Admittedly,
this pointed to a continued downward trend in degree completion that persisted through
the 1990s and will persists into the new century, unless there are effective interventions
on the part of universities and state and/or federal agencies (Ayers. 1987; Christoffel.
1986), such as: Student Assessment and Counseling Support Programs, Remedial
Programs for at Risk Students, Peer-Mentoring Programs, and. Student Retention
Programs. And the concern is not just with American schools; similar issues arise in
the United Kingdom (Buckley & Hooley, 1988; Jones & Taylor, 1989), Germany
(Blossfeld, 1990), Canada (Watson, 1994), and elsewhere.
While this is occurring, the 25-34-year-old student cohort will experience an
increase of approximately 12.8% from 1970 to 2010. Past enrollments show that non-

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

traditional students (24 years of age and older) have become the majority of the
population of college students, with females experiencing the greatest increase from
.8% of FTE in 1970 to a projected increase of 20.4% by 2010, while their male
counterparts will experience a net FTE decrease of 3.9% during the same period
(Digest of National Center for Educational Statistics, 2000, p. 204, Table 175). As a
result of this change in the composition of the college student population, paradigmatic
and systemic changes have taken place in the business of higher education in the United
States in the last decades of the 20th and the beginning of the 21st century in the areas
of student services and student retention to deal with this new reality.
These changes have been brought about by societal expectations and student
demands for increased efficiency in the business of higher education, as well as in the
composition of the student populations which these institutions serve. Universities
today must compete for shrinking numbers of available students in an increasingly more
competitive and, hence, more difficult recruitment environment. Moreover, as the cost
of such recruiting efforts escalates, so does the imperative need for better, more
effective and efficient recruiting and retention methods and programs, and particularly
for more research concentrating on non-traditional students' retention and attrition. This
new reality has forced the business of higher education in the U.S. to examine critically
their educational enterprise with a view to identify ways and means by which services
to their customers can be delivered more effectively and at lower costs to these diverse
and increasingly divergent customer populations. Therefore, “by identifying precisely
when students who are at risk of dropping out, educational institutions can better target
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4
their dropout prevention resources” (Willet & Singer, 1991, p. 431).
A review of the college student attrition and academic persistence literature
shows that in the 90s higher education in the United States was characterized by
increasing enrollment rates of non-traditional students, as well as minority, disabled,
and international students (Digest of National Center for Educational Statistics, 2000,
p. 196, Table 186). This was happening within the crucible of higher recruiting, higher
tuition, and higher student retention costs on the one hand, and fewer federal and state
higher education appropriations on the other. The result of this new educational
paradigm is an institutional inward-looking shift in the hope of identifying, developing,
and implementing more efficient and effective ways to improve the quality and scope of
their customer services programs.
The research on student persistence and attrition has focused primarily on the
enrollment patterns of traditional and residential students, in spite of the significant
changes that are taking place in the composition of the student body attending most
colleges and universities. As a result, the unique aspects of persistence and attrition
among non-traditional students have merited scant and perfunctory attention.
Consequently, less attention has been given to models which conceptually attempt to
explain the projected increased rates of persistence/attrition of non-traditional students.
Colleges and universities have reacted to the challenge of declining traditionalstudent enrollment by developing and implementing strategies designed to recruit and
retain increasing numbers of non-traditional students. Additional research is necessary,
however, to confirm or to provide fresh insights into "whether factors related to student

Reproduced with permission o f the copyright owner. Further reproduction prohibited without permission.

5
attrition and persistence for non-traditional students are consistent with or different
from prevailing theory regarding traditional age students" (Loppnow, 1989, p. 1).
The most widely known and tested conceptual model of college student attrition
was developed by Tinto in 1975. Studies by Graham (1995), Horvath (1992), Malone
(1992), Pascarella and Terenzini (1979a, 1980), Rose (1980), Terenzini, Lorang, and
Pascarella (1981), Terenzini and Pascarella (1977, 1980). and Wood (1994) have
generally supported the construct validity of this model. Yet, these studies focused
primarily on the freshman year and on traditional college students. In contrast, this
research studied two groups of students, namely, a non-traditional freshman student
cohort and a comparison cohort of traditional freshman students.

Theoretical Framework
Tinto's (1975) predictive conceptual model for student persistence and attrition
yields significant and pertinent research questions for this study. His model includes
academic and social subsystems within a college and/or university. He cogently argues
that "it is the individual's integration into the academic and social systems of the
college that most directly relates to his continuance in that college" (Tinto, 1975. p.
92). In this model Tinto views the goal of college completion and commitment to the
institution to being related to student persistence. He concludes that the greater the
integration into the academic and social systems of the institution, the higher the degree
of institutional commitment.
According to Terenzini et al. (1981), a basic tenet in Tinto's theory is that the
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persistence and attrition process involves a "series of socio-psychological interactions
between the characteristics students bring with them to college and their experiences
while enrolled" (pp. 319-340), i.e., students possess diverse background characteristics
upon entering a college or university and these in turn affect goal and institutional
commitment ab initio. Thus, “goal commitment is the extent of the students' desire to
obtain a college degree and institutional commitment is the extent of the students’
desire to obtain a college degree from a particular institution” (Loppnow, 1989, p. 3).
The dynamic interrelationship of these initial levels of commitments is influenced by
the student's interaction with the social and academic systems of the school, which will
result in levels of social and academic integration.
Tinto's model, while having been generally tested, is not exhaustive however.
Subsequent studies have hypothesized conceptual modifications and have highlighted
relevant and pertinent issues which have not been considered in his model. For
example, Bean and Metzner (1985), Carter (1986), Haggerty (1985), Pascarella et al.
(1983), and Rose (1980) have all identified relevant issues germane to studies of nontraditional students.

Bean and Metzner (1985), Haggerty (1985), and Pascarella et al.

(1983) question the role of social integration as a significant factor in relation to nontraditional student academic persistence. Further, Carter (1986) questions whether other
variables such as external factors, i.e., family, children, work, etc.. are significant
predictors of older students' persistence, and Freer-Weiss (2000) question the role of
late application to college, while McDaniels (2000) questions the impact of retention
programs, and Shaver (2000) draws attention to student learning styles. Additional
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research is therefore necessary to assess the applicability of this model to nontraditional students.

Statement of the Problem
The world of higher education began to focus a great deal of attention on the
population of traditional and non-traditional college freshman students and to the
experiences inherent to this student population since the 1980s (Ayers. 1987: Cargill.
1994; Christoffel, 1986; Durante, 1995; Jordan, 1991; Newman, 1991; Ragsdale,
1991; Rivero y Hornos, 1993; Swoope, 1995; Turek, 1992; and Walker, 1992).
Data provided by the Vice Provost for Student Services and Director of the
Freshman Division of the university where this study was conducted showed that
approximately 1,850 students registered during the fall of 1996, and that approximately
50% of them may not persist in continuing their education at this university based on
comparable attrition rates for the previous 3 years at the institution. However, at the
time of the study, the university had not yet implemented programs to determine the
actual number of its freshman student attrition rates. Of this large population of nonpersisters, approximately 55% were traditional students, and 45% were non-traditional
students.
This attrition rate represents a staggering loss of resources in terms of time,
manpower, recruiting costs, and the concomitant loss of opportunity to the university in
terms of not being able to recruit more suitable students. And it also represents a loss to
the students as well by not benefitting from the freshman division’s academic
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counseling and support interventions which are available to them if the causes of the
students’ departure from the institution were known. Consequently, were the
university able to identify the causes of this attrition, it would be able to identify and
take appropriate action to retain this population of students at risk, thus saving
recruiting costs by developing requisite and adequate support services to meet these
students’ needs.
This student attrition problem was felt by the university’s administration as
well. Thus, their support for a comprehensive and systematic study which identifies,
analyzes, and compares factors affecting the attrition and persistence of the
university’s non-traditional student population with its population of traditional
students. University officials believed the effects of the university’s retention strategies
on the academic success of their freshman students’ cohort are dependent on their
programs and their staffs skills to effectively guide the university freshman division s
student population’s academic, cultural, and personal transition into the university
environment. This approach, they believed, would result in a positive threshold
experience for each freshman student, as well as increased student academic persistence
and lower freshman student attrition rates. This research sought to meet this need by
identifying factors related to student attrition.

Purpose of the Study
The purpose of this study was to identify and examine factors particular to
traditional and non-traditional freshman students which may affect attrition and
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persistence. This study extends the research beyond the study of traditional students at
residential universities using Tinto’s model of student departure and attrition from
college, which has been the focus of most of the previous research, to non-traditional
students at a non-residential institution.

Research Questions
The following sources support the research questions used in this study, namely:
(1) factors identified as important in the Tinto (1975) model; (2) factors which are
deemed relevant in the various studies based on this conceptual model (Graham, 1995;
Horvath, 1992; Malone, 1992; Wood, 1994); and (3) other factors which may impact
non-traditional students’ persistence and attrition (Cargill, 1994; Durante, 1995; Gill,
1994; Jordan, 1991; Ragsdale, 1991; Rivero y Homos, 1993; Sculley, 1993; Swoope,
1995; Turek, 1992; Walker, 1992; Wolfle, 1992). The following questions were posed:
1. Are traditional and non-traditional students’ background characteristics
related to post-registration persistence and/or attrition?
2. Are there differences among entering freshman and returning freshman
students on Pascarella and Terenzini’s (1980) five integration scales, namely: Peer
Group Interaction, Interactions With Faculty, Faculty Concern for Student
Development and Teaching, Academic and Intellectual Development, and Institutional
and Goal Commitment?
Thirty variables were used by Pascarella and Terenzini in the construction of
their scales which they judged to be those most adequately tapping the dimensions of
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Tinto’s model. The composition of the five scales is consistent with the dimensions
specified by the Tinto model. Items constructed to assess the quality of students’
interactions with faculty break into two sections. The first, termed Interactions with
Faculty, focuses on the faculty accessibility to students and the impact of studentfaculty informal contacts. The second section focuses on students’ perceptions of
faculty concern for student development and teaching and is so named. Questions
designed to measure goal commitment and institutional commitment are clustered
together to yield a single, composite scale.
3. Is there a relationship among Pascarella and Terenzini’s (1980) five
integration scales?
4. What differences exist between traditional/non-traditional students based on
Tinto’s 1975 model of student attrition operationalized by Pascarella and Terenzini’s
(1980) five integration scales?
5. What factors according to the Pascarella and Terenzini’s (1980) five
integration scales differentiate persisting and non-persisting students?
6. Is there a relationship between traditional/non-traditional students and
persistence based on Tinto’s 1975 model and Pascarella and Terenzini’s (1980) five
integration scales?

Research Hypotheses
As they relate to the six research questions, the following research hypotheses
were examined:
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1. There is a significant relationship between student persistence/attrition and
the following student background characteristics: academic status, commuting miles,
gender, financial repayment interference, receiving financial aid, living arrangements,
marital status, having children, child care satisfaction, working for pay, and working
on/off campus. See research question Ml.
2. There is a significant difference between the mean scores of students who
entered as freshmen, transferred from another school, or returned after stopping out of
college on the five integration scales: Peer Group Interaction, Interactions With
Faculty, Faculty Concern for Student Development and Teaching, Academic and
Intellectual Development, and Institutional and Goal Commitment. See research
question Ml.
3. There is a significant relationship between the five integration scales. See
research question M3.
4. There is a significant difference between the mean scores of traditional and
non-traditional students on the Peer Group Interaction Scale. See research question M4.
5. There is a significant difference between the mean scores of persisting and
non-persisting students on the Peer Group Interaction Scale. See research question M5.
6. There are significant interaction effects between type of student and level of
persistence on the Peer Group Interaction Scale. See research question M6.
7. There is a significant difference between the mean scores of traditional and
non-traditional students on the Interactions With Faculty Scale. See research question
#4.
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8. There is a significant difference between the mean scores of persisting and
non-persisting students on the Interactions With Faculty Scale. See research question
# 5.

9. There are significant interaction effects between type of student and level of
persistence on the Interactions With Faculty Scale. See research question #6.
10. There is a significant difference between the mean scores of traditional and
non-traditional students on the Faculty Concern for Student Development and Teaching
Scale. See research question #4.
11. There is a significant difference between the mean scores of persisting and
non-persisting students on the Faculty Concern for Development and Teaching Scale.
See research question #5.
12. There are significant interaction effects between type of student and level of
persistence on the Faculty Concern for Student Development and Teaching Scale. See
research question #6.
13. There is a significant difference between the mean scores of traditional and
non-traditional students on the Academic and Intellectual Development Scale. See
research question #4.
14. There is a significant difference between the mean scores of persisting and
non-persisting students on the Academic and Intellectual Development Scale. See
research question #5.
15. There are significant interaction effects between type of student and level of
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persistence on the Academic and Intellectual Development Scale. See research question
#6 .

16. There is a significant difference between the mean scores of traditional and
non-traditional students on the Institutional and Goal Commitment Scale. See research
question #4.
17. There is a significant difference between the mean scores of persisting and
non-persisting students on the Institutional and Goal Commitment Scale. See research
question #5.
18. There are significant interaction effects between type of student and level of
persistence on the Institutional and Goal Commitment Scale. See research question #6.

Significance of the Studv
Research is needed so that educational institutions “can better target their
prevention resources” (Willet & Singer, 1991, p. 439) by adjusting existing policies
and services to meet the needs and demands of non-traditional students. It is urgent for
universities in their efforts to increase admission, assessment, academic success,
personal development, and retention of traditional and non-traditional freshman students
to effectively guide students' academic, cultural, and personal transition into the
university environment and, in this way, bring about a positive threshold experience for
each freshman student.
The knowledge gained by educational institutions about admission, assessment,
academic success, personal development, and retention of freshman students can have a
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far-reaching impact in their efforts to enhance academic persistence. Additionally,
expanding Tinto’s model of student departure from college to include non-traditional
students at non-residential schools helps to achieve this goal, i.e., enhancing academic
persistence. At the site of this study, research was necessary to learn more about their
freshmen non-traditional student population.
This study is significant by providing information and insights to expand the
theory and model of student departure from college relating to non-traditional students
at non-res idential institutions, and by providing research based insights about this
institution’s population of freshman traditional and non traditional students to guide
the recruiting and retention programs.

Definition of Terms
The following definitions clarify the meaning of the terms which are used in this
study.
Freshman: Part- or full-time student having fewer than 24 credits at time of
registration for fall semester 1996 and spring semester 1997.
Traditional student: Students age 23 and younger at time of enrollment in the
freshman division of this university.
Non-traditional student: Students age 24 and older at time of enrollment at this
university.
This age characteristic serves as a referent for increased life responsibility and
is beyond the age of the traditional students enrolled in the freshman division of the
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university. Levitz and Noel (1980) found that approximately one-third of the 4-year
public and private institutions consider ages 15 to 21 as being an adult student. Other
“four-year private and 36% of 4-year public institutions use age 25 as the minimum
age for adult students" (Levitz & Noel, 1980, p. 3). This fact is indicative of a
definition's continuum in the pertinent literature on non-traditional students. Thus, the
definitions used in this study to identify traditional and non-traditional students find
substantive support in the literature.
Persistence: Enrollment at this university from the fall semester 1996
registration dates to re-registration for the spring 1997 and fall 1997 semesters.
Attrition: Enrollment at this university for fall semester 1996 and re
registration for spring semester 1997, and failure to register for the fall semester 1997.
due to students dropping out permanently, stopping out temporarily, or transferring to
other institutions.
Comprehensive University: An institution which offers baccalaureate programs
and (with few exceptions) graduate education through the master’s-degree level. More
than half of the institution's baccalaureate degrees are awarded in two or more
occupational or professional disciplines such as engineering or business administration.
All of the institutions in this group enroll at least 2,500 students (A Classification o f
Institutions o f Higher Education, 1995, p. 2).
Persisters: Students who enrolled in the university for the fall semester 1996,
and re-enrolled in the spring and fall semesters of 1997.
Non-persisters: Students registered for fall semester 1996 and spring semester
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1997, and who did not re-register for the fall semester 1997.
Involuntary Withdraws: Students who withdrew from the university due to
either academic or disciplinary dismissal for the same period of time as non-per sister s.
Transfer Students: Students who transferred three or more semester credit
hours from another institution.
Stop-out Students: Students whose date of first enrollment was on or before the
spring semester 1996.

Limitations of the Study
The present study has the following limitations, namely:
1. The sample return rate of 23.3% limited the validity of the generalizations
made.
2. The study was limited to one Midwestern, state-supported, comprehensive,
commuter university.
3. The study was limited to a university freshman student population.
4. The study was limited to Tinto’s (1975) theory and model of student
attrition/academic persistence operationalized by the Pascarella and Terenzini’s (1980)
five integration scales.

Organization of the Study
This dissertation is organized in the following way:
Chapter 1 presents the purpose and organization of the dissertation.
Chapter 2 introduces the conceptual framework and reviews the pertinent

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

17

literature as well as its relevance to this particular study.
Chapter 3 details the research methodology used in this study, including the
sample response rate, data collection methods, and analytical approach.
Chapter 4 presents the data analysis.
Chapter 5 discusses the significance of the research findings, the conclusions,
and implications for further research on this subject.
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CHAPTER II

REVIEW OF RELATED LITERATURE

From its inception until the early 1970s, the study of student attrition can best
be described as atheoretical or descriptive in nature (Tinto, 1987). Studies from this
time attempted to describe the extent of attrition (Summerskill, 1962), as well as the
time when students are most likely to drop out of school (Astin, 1975, 1987). Other
studies examined selected precollege-student characteristics and their effect on student
persistence. These characteristics included high-school achievement (.Astin, 1973a;
Bragg, 1956; Panos & Astin, 1968), standardized test scores (Summerskill. 1962),
academic majors (Demitroff, 1974; Iffert, 1957), socioeconomic status (Eckland &
Alexander, 1980), gender (Iffert, 1955), age (Sexton, 1965), and ethnicity (Astin.
1973b; DiCesare et al., 1972). Generally, the factors fell into four distinct categories:
1. Demographic variables, including age, sex, socioeconomic status, ethnic
background, marital status, as well as hometown location and size
2. Academic variables, to include aptitude test scores, high-school achievement,
study habits, and the high school attended
3. Personality factors to include maturity, independence, intellectual orientation,
creativity, and concerns about finances

18

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

19
4.

Initial student aspirations and motivation variables such as career goals,

commitment to the college, degree, and familial aspirations for college (Lenning,
1982).

The Problem of Attrition
During the last 60 years, non-longitudinal studies seeking to determine attrition
rates have been done at several individual institutions and their findings have differed
significantly. On the other hand, studies which were based on several longitudinal
studies have resulted in findings which are representative of graduation rates within 4
years from any institution.
McNeely (1937) conducted the first major attrition study in cooperation with the
U.S. Department of Education. This study covered more than 15,000 entering-college
freshman students in 1931. The study found that approximately 62% of this student
cohort did not graduate from the institution after 4 years, and that 45% dropped out of
college completely.
Iffert (1957) sampled freshman student cohorts at 149 institutions and found that
approximately 50% of them did not graduate either. Summerskill (1962), based on a
literature review, found that the average attrition rates reported by studies done in the
1920's were approximately 53%; that it was about 50% in the 1930s: with
approximately 49% in the 1940s; and 51% in the 1950s.
El-Khawas and Bisconti (1974) reported a graduation rate of approximately 53%
for the 1961 freshman cohort as a result of a major national study of college graduation
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rates within 4 years. Bayer, Royer, and Webb (1973) similarly reported a 57%
graduation rate for the 1967 freshman cohort, whereas Astin's (1975) study resulted in
a 53% graduation rate for the 1968 freshman cohort. Fetters (1977) found only a 45%
graduation rate for the ffeshman-entering-college cohort in 1972. These findings
support Tinto's (1975) general assertion that attrition rates have generally remained
fairly constant for the last 50 years.
El-Khawas and Bisconti (1974) studied graduation rates from the fifth to the 10th
year after initial entry to college. They found that 13 to 14% of this entering-freshman
cohort graduated during the fifth year of college attendance, and that 24 to 25% did
graduate by the 10th year of college attendance. This finding reflected the general
persistence rates of part-time and stop-out students.
Pantages and Creedon (1978) synthesized research findings of studies covering
the years from 1950 to 1975, and, as a result of this study, delineated a concise profile
of college attrition. They concluded that
for every ten students who enter college in the United States, only four will
graduate from that college four years later. One more will eventually graduate
from the college at some point after those four years. O f the five students who
dropped out of the college altogether, four will re-enroll at a different college
and of those four enrollees, only two will graduate. (Pantages & Creedon, 1978,
p. 49)
Ramist (1981a) identified the critical time during a student's matriculation when
the greatest problems with student non-persistence occur, so that of the student cohort
who completed their studies without interruption, only about 75% of that group
completed all 4 college years. He noted that
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of the 60-65 percent who do not graduate from their college of entry within four
years, the interruption, transfer, or termination is made in approximately equal
percentages (of approximately 15 percent) in each of the following four periods:
(1) during the freshman year, (2) between the freshman year and the sophomore
year, (3) during the sophomore year, (4) after the sophomore year. (Ramist,
1981a, p. 3)
Studies such as those by Noel, Levitz, Saluri, and Associates (1985) and Guon
(1992) have shown that high levels of student attrition represent a sizable loss of
income to universities through the loss of tuition, fees, and state and federal funds. In
addition, high levels of student attrition pose logistical problems to university
administrators. Future academic planning becomes difficult due to the instability of the
student population. A national survey by Newman (1991) revealed that more than half
of all new students in a given year drop out over the course of the first 2 years, and
only a third finish all 4 years. Table 1 summarizes this section and Table 2 summarizes
factors affecting attrition in the US from 1975 to 2001.

Institutional Characteristics and Persistence
Studies done by Astin (1975) and Ramist (1981b) indicate that public institutions
of higher education have suffered higher dropout rates than have their private
counterparts. Ramist (1981b) added that 2-year colleges exhibit higher dropout rates
than do 4-year institutions. For their part, Astin (1975), Pantages and Creedon (1978),
and Tinto (1975) have found that institutional size bears no direct impact on attrition
rates. Whereas Ramist (1981a) ascertained that smaller institutions have higher
persistence rates, other researchers have come to opposite conclusions. Tinto (1975)
notes that however opposite these findings may be, each conclusion is substantiated
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when all the elements of the different types and sizes of institutions are examined.

Table 1
US Attrition Research Since 1937
Researcher/Author

McNeely
Iffer
El-Khawas/Bisconti
Summerskill

N

15,000
149 Schools
N/A
N/A

Bayer, Royer
& Webb
N/A
Astin
N/A
Fetters
N/A
Ramist
N/A
Noel, Saluri, & Assoc. N/A
Guon
Frysinger

Freeze

Attrition Rate
%

Date

62.0
50.0
47.0
53.0
50.0
49.0
51.0

1937
1957
1961
1962
1962
1962
1962

38.0
50.0
53.0
47.0
50.0
51.0
49.0

1967
1968

57.0
53.0
1972
75.0
1985

(1920s)
(1930s)
(1940s)
(1950s)

43.0
47.0
55.0
25.0

1981
Low rates

N/A
N/A

Low rates
20.0

1992
1998

N/A

80.0

1998

N/A

56.8

Graduation Rate
%

(1920s)
(1930s)
(1940s)
(1950s)

45.0

High
rates
High rates
High rates (at
State Schools)
Low rates (at
Ivy League
Schools)
2000
N/A

Larger institutions accomplish the same goal of higher persistence rates by
allowing for the existence of student subcultures, thus enhancing institutional social
integration. In regard to student retention, and irrespective of institutional
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Table 2
Factors Affecting US Higher Education Academic Persistence
Researcher

Date

Iffert
Astin
Fetters
Frank & Kirk
Bean
Elkins

1957
1975
1977
1979
1980
1996

Ballard

1997

Lack
Smith

1997
1997

Catt

1998

Frysinger
Coppola

1998
1999

Day

1999

Woolford-Hunt

1999

Freeze
Freer-Weiss
McDaniel
Morales
Langin-Ealy
Cheslock

2000
2000
2000
2000
2001
2001

Factor
Student Motivation
Student Values and Attitudes
Parents’ Education
Specific Educational Goal
Routinization
Pre-entry Student Background Characteristics,
High School GPA, Interactions with
Partner/Spouse
Financial Problems, Student
Disenfranchisement
Parent Participation
Enrollment in Extended College Orientation
Course
Loneliness, Budgeting Issues, Housing
Problems, Security Concerns, Inability to
Commit to the Institution
Basic Study Skills, Anxiety
High School Senior GPA,
Parents’ Education Level, Family Origin,
Locus of Control, Attributional Style,
Depression, Anxiety, and Self-esteem
Environmental Factors of College Size,
Residential Status of College, Organizational
Structure Ratio
Non-cognitive Factors
Student Characteristics
Predicted College GPA
Transfer Student Status
Institutional Integration
Transfer Student Status
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environments, there is scant evidence to conclude that one environment is more
conducive than the other to enhance student retention outcomes. What is significant is
the degree of fit between the student and the institution. Lenning et al. (1980b)
identified the intrinsic and different components of the conceptual fit between a student
and an institution. It is the
moral and social integration, meaningful contact between the student and the
faculty, development of relationships between students and those who care about
them, and the responsiveness of the institution to the need students feel. . . .
Integral to the fit is the degree of discrepancy between student expectations and
opportunities for realization of those expectations, (pp. 21-22)
Hackman and Dysinger (1970), Astin (1975), and Pantages and Creedon (1978)
showed that there is a dynamic relationship between the extent to which the student's
values and attitudes relate to the institution's norms, values, and attitudes. Spady
(1971), Tinto (1975), and Pascarella and Terenzini (1980) emphasize that the student's
integration into the institution's social environment contributes significantly to student
persistence. In addition, they note that peer relationships and the support of friends are
also contributory to enhance student persistence. Astin (1975) concluded that the higher
the degree of student involvement with his peers at school, the greater the possibility of
his or her persistence while at college.
Astin (1973a, 1975) found that students living on-campus whether in
dormitories, fraternity, or sorority houses during their freshman year showed higher
rates of persistence, whereas Moos (1979) found that on-campus living arrangements
had minimal effect for women living in coed dorms. Additionally, Pantages and
Creedon (1978), Pascarella and Terenzini (1979b), and Beal and Noel (1980) found that
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closer student-faculty relations contributed significantly to persistence. Further, Wilson
et al. (1975) noted that these closer relations enhanced student satisfaction with their
schools and, thus, further enhanced persistence.
According to Tinto (1975), positive student-faculty interactions contribute to
academic and social integration. For their part, Pascarella and Terenzini (1979b) found
that closer student-faculty relations contributed to better grades as well as enhanced,
self-perceived, intellectual growth, whereas Astin (1977) concluded that this close
relationship resulted in higher interpersonal self-esteem.

Student Characteristics and Persistence
The literature shows several studies which deal with the individual factors and
personal attributes of students, and how they may possibly relate to student attrition and
persistence. Cope and Hannah (1975), for example, have shown that when the
personality and background characteristics variables are taken into account, a "typical
dropout" profile fails to emerge. The reason for this, they believe, is that the
characteristics which are suspected of affecting attrition rates are also found among
large numbers of persisting students, which makes unclear the alleged relationship
between age and persistence.
Several studies lend credence to this finding. Kohen et al. (1978), Pantages and
Creedon (1978), and Trent and Medsker (1968) ascertained that the attrition rates for
traditional-age as well as non-traditional-age students were approximately the same.
Sexton (1965) and Astin (1975) found traditional-age students more likely to persist,
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but according to Pantages and Creedon (1978), Lenning et al. (1980b), and Ramist
(1981a), age is not a primary factor contributory to attrition. According to Staman
(1979), "if the environmental and social factors that are typically related to older
students are a cause of an increased rate of attrition, then age becomes a de facto cause
in its own right" (Staman, 1979, p. 34). Irrespective of the apparent disparity of
findings, the preponderant view in the literature is that the relationship between age and
persistence is unclear.
According to Astin (1975), Fetters (1977), Pantages and Creedon (1978), and
Ramist (1981b), students' abilities, as measured by rank in their graduating class in
addition to GPA, are significant predictors of persistence and attrition. However,
Ramist (1981b) found that achievement test scores from exams such as SAT and ACT
do not necessarily increase the predictive validity of high-school performance in
predicting persistence and/or attrition.
Astin (1975), Kohen et al. (1978), and Ramist (1981b) add that race and
ethnicity are not related to attrition when socioeconomic status and academic ability are
adequately controlled for. When the possibility exists for racial and ethnic incongruence
(Black students attending predominantly White schools), there is a greater possibility
of attrition (Astin, 1975, 1982; Shade & Edwards, 1985; Suen, 1983).
Iffert (1957), Summerskill (1962), and Ramist (1981a) have documented the
effects that student motivation has on persistence. Astin (1973a) and Fetters (1977)
noted that students who anticipate completing a degree are indeed more likely to
complete their degree than are students anticipating to drop out o f school. Sexton
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(1965) and Frank and Kirk (1975) add that having a specific vocational goal is also
conducive to student persistence. According to Sexton (1965), Tinto (1975), and
Pantages and Creedon (1978), the parental expectation and influence variables strongly
determine persistence, although according to Pantages and Creedon (1978) this
influence depends on the quality of the relations between the parent and the student.
No single factor has been identified as a major predictor of student attrition. The
reason for this finding is that students' familial backgrounds include several subsidiary
variables. Astin (1975) and Fetters (1977) showed that the level of the student’s
parental education is unequivocally related to persistence (i.e., students who have more
educated familial backgrounds will value higher education more than those who do
not). Ramist (1981b) and Pantages and Creedon (1978) found that parental education
does not appear to be a major factor in student persistence nor does parental income,
which in his view does not contribute to variances in the rates of student persistence
and attrition, except in the lowest income levels according to studies done by Astin
(1975) and Ramist (1981a). Summerskill (1962), Pantages and Creedon (1978), and
Ramist (1981a) add that when high-school achievement is properly controlled for, the
father's occupation does not account for significant variances in student persistence
rates.
In regard to the relationship between gender and persistence, the research
findings are mixed and inconclusive. Carter (1986), Johansson and Rossmann (1973),
and Summerskill (1962) found no significant relationship between gender and attrition;
however, Astin (1964), Tinto (1975), Fetters (1977), Jackson (1998). Frvsinger (1998).
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and Day (1999) found there were indeed significant differences. One possible reason
for the disparity among these findings is the ever-increasing presence of women in
higher education, as well as their changing roles in our society, which may result into
increased opportunity across the spectrum of vocational pursuits. What remains to be
examined is whether or not gender has a significant relationship among older nontraditional students.

Theories and Models
Inasmuch as the previous studies provide an empirical base for generalizations
regarding student attrition, they are, nevertheless, unable to cogently explain the
reasons why students withdraw from an institution. Connecting elements may be
inferred between selected variables and student attrition, but the reason(s) explaining
why variables are related have not been specified. According to Bean (1982), the results
of these studies are more useful for developing strategies for admission than for
developing retention strategies.

Tinto’s Theory of Student Departure
Tinto (1975) developed a theoretical model which explains student persistence
and attrition. He produced perhaps the most widely tested theory in student research
(Pascarella, 1980). His is a longitudinal, explanatory model of student attrition based
on the degree of fit between the student and the college environment (Pascarella. Smart.
& Ethington, 1986). This model holds that student attrition and persistence in higher
education are a
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longitudinal process of interaction between the individual and the academic and
social systems of the college during which a person's experiences in those
systems (as measured by his normative and structural integration) continually
modify his goal and institutional commitments in ways which lead to persistence
and/or varying forms of dropout. (Tinto, 1975, p. 94)
The model proposes that students enroll at an institution with a wide array of
background characteristics, such as ethnicity, academic aptitude, familial college
expectations, and initial commitment to the goal of completing a college degree and to
the institution they are attending. Tinto’s student-attrition model sees student attrition as
a longitudinal series of interactions among the students and the academic and social
systems of the institution. The stronger the student's level of social and academic
integration, the greater his or her subsequent commitments to graduating from the
institution and to the institution itself. And these subsequent com m itm ents, in addition

to the levels of academic and social integration, have significant effects on a student's
decision to remain in college.
The elements comprising the longitudinal process include:
1. The pre-enrollment student's characteristics such as family background
(social and economic status), family members' educational levels, the worth which the
family attaches to education, and the familial expectations placed on the student;
individual attributes such as sex, race, age, motivation and ability, and pre-college level
of schooling such as grade point average and social and academic accomplishments
2. The level of the student's goal and commitment when the student first enters
the educational institution
3. The institution's academic and social system which, given the students' prior
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levels of goal and institutional commitment, affects, in turn, new levels of commitments
4. The extent of the students’ academic and social integration within the
institution as a result of the student involvement in on-campus academic and social
activities
5. Changes in the level of the students’ goal and institutional commitments,
which are influenced by their experience with the institution’s academic and social
systems
6. The dynamic interaction of all these factors culminating in students' decisions
to persist or to drop out.

Research Based on Tinto’s Model
Since Tinto’s model of student attrition forms the theoretical framework for this
research, several major longitudinal studies that examine the predictive validity of
Tinto’s theory of student departure must be examined.
According to Pascarella (1980) and Pascarella and Terenzini (1977, 1979b,
1980), studies that investigated the appropriateness of Tinto's model in student-attrition
research have been successful in establishing the predictive validity of this model,
particularly its core constructs, namely, academic and social integration. Although
limited, these studies focused on single residential 4-year colleges (Pascarella. 1982b).
In order to control for the limited generalizibility of these studies, major cross-sectional
longitudinal studies have endeavored to validate this model across institutional types
(Pantages & Creedon, 1978; Sexton, 1965).
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Festinger's Cognitive Dissonance Theory
Festinger's Cognitive Dissonance Theory (1962) provides a relevant background
to subsequent models of student persistence. His theory incorporates individuals'
perceptions and knowledge about themselves, the social environment, and the
individuals' position and situation within the environment. When individuals do not
view these elements as comfortably fitting or complementing the others, dissonance or
non-fitting relations give rise to pressures for individuals to reduce or avoid the
dissonance through such processes as changing behaviors or perceptions, or seeking
information that will improve the fit of the disparate elements. On the other hand, when
the elements are highly valued, the size of the dissonance and concomitant pressures to
reduce it are greater. "This suggests that students with strong perceptions of personal
needs that are not being met by the college will be more likely to try to remedy the
discrepancy (for example, through dropping out) than will those who consider their
unmet needs to be less serious" (Lenning et al., 1980a, p. 51). Before 1977, the effects
of a university or college environment on student retention programs were viewed as a
constant for all students at any given institution (Pantages & Creedon, 1978). It was
assumed that the characteristics of a given institution had minimally significant or no
effect on the rates of student attrition. Later research has shown, however, that the
college and university environment is a significant contributor to the student's decision
to depart the institution. Panos and Astin (1968) pointed out that institutional size
contributes to student attrition. Astin (1973b) and Chickering (1974) noted that housing
arrangements also contribute to student attrition. For his part, Astin (1964) noted that
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the general characteristics of the student body are contributors to attrition in addition to
student-faculty relationships. Panos and Astin (1968) and Sexton (1965) also emphasize
this point.
Attempts to explain the effects of individual and institutional characteristics on
the student decision to depart the institution have culminated in the development of
conceptual models which assess the alleged degree of student fit into their institutional
environments. These models focus primarily on the relationship between individual
characteristics and the requirements of a particular institution.

Spadv's Longitudinal Process Model of Student Attrition
Spady (1971) pioneered in the development of a theoretical framework to deal
with the problem of student attrition. In 1970 and 1971 he developed a Longitudinal
Process Model of Student Attrition based on Durkeim's theory of suicide for insights
applicable to student attrition and persistence. Durkeim's conception of social
integration served as the cornerstone for models of student departure. In this model.
Spady stipulates that shared social values such as family backgrounds, normative
congruence, friendship support, grade performance, and intellectual development lead
to increased college satisfaction, which is expected to increase institutional commitment
and, in turn, decrease the possibility of students leaving college.
When a student’s values and institutional values are opposed and different, the
likelihood of students dropping out of the institution increases, because when the
discrepancies between the student and the environment are great, the student is not
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assimilated, accepted, and integrated into the social and academic system of the
institution.
Starr et al. (1972) developed a Person-Environment Fit Theory. Their theory
stipulates that a student attempts to achieve congruence across an institution's academic
and social systems. Congruence yields rewards and results in persistence whereas lack
of congruency results in attrition.
Cope and Hannah's (1975) Student-College Congruence Formulation is another
interactive model where
our research tells us it is the fit between student and college that accounts for
most of the transferring, stopping out, and dropping out. . . . A major task is to
illuminate the many ways person and environment are not complementary and to
suggest means of enhancing the relationship. It is the fit that counts. (Cope &
Hannah, 1975, p. 3)
Boshier's (1973) model, on the other hand, accounts for persistence and attrition
in adult education programs. Boshier believes that both the internal psychological and
external environmental variables combine to explain student dropout. He uses two types
of congruence: intra-self congruence, which is a function of psychological adjustment,
and congruence with the external environment. He believes that congruence interacts
with other external variables to determine student dropout. These variables are not
identified, and only the individual psychological congruence variable has been tested to
date.
Rubenson and Hoghielm (1980) developed a model of student persistence and
attrition, which is an adaptation of the Expectancy-Valence Theory. This model only
tentatively explains and predicts adult education attrition. In its simplest form.
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expectancy-valence theory asserts that learners will persist if they perceive a
specific course of learning activity as satisfying an important need (positive
valence) and if they expect to be able to complete or cope with the course or
learning activity in question (positive expectancy). If expectancy and valence are
both highly positive, one would predict persistence. If both are low, or one has
a value of zero, then dropout would be predicted. (Darkenwald, 1981, p. 10)

Rootman's Causal Model of Voluntary Withdrawal
Rootman (1982) studied attrition at the U.S. Coast Guard Academy. In this
study, he used a wide array of institutional factors to develop a simple causal model of
voluntary withdrawal. In his model, persistence and attrition are the results of the
degree of congruence between a student and the institutional environment. When a high
level of congruence exists, the student is likely to remain in the institution. Conversely,
when a low congruence level exists, the student suffers increased tension and will seek
a mechanism to cope with this tension. In this model, institutional withdrawal is viewed
as a last-resort coping mechanism when the tension becomes loo great.
The model developed by Rootman (1982) can be streamlined so that two
independent variables have positive effect and two have negative effect on students'
voluntary withdrawal decisions. Discussions with individuals from outside an institution
and with members of the institution about withdrawal were positively related with
student attrition. This model of student-college fit theory may not be the best paradigm
for researching student retention. The difficulty is that in order to do research using the
student-college fit theory, researchers must concentrate on the characteristics of
individual students while at the same time developing an institutional attitudes profile
and expectations for students. Because student characteristics are by nature mostly
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psychological, their profiling requires a battery of psychological tests, thus, the
development of the institutional profile would be increasingly difficult.
This difficulty is derived from the vast array of student attitudes and
expectations, which would make it necessary to survey students both before and after
registration to ascertain a sense of what their institution expects from them. The results
of these surveys would be suspect, because the students' perceptions of their
institution's attitudes and expectations are more complex and important than their
abstract definitions in a questionnaire. Inasmuch as institutions in the 1990s suffer
decreased control over the characteristics of their matriculating-student populations, this
theory may have limited value as a model for doing student attrition research.

Bean's Causal Model of Student Attrition
Bean (1980) developed his own model which synthesized research findings
regarding employee turnover and student research. In this causal model he explains that
the background characteristics of students must be taken into account in order to
understand their interactions within the environment of the institution of higher
education. . . . The student interacts with the institution, perceiving objective
measures, such as grade point average or belonging to campus organizations, as
well as subjective measures, such as the practical value of the education and the
quality of the institution. These variables are in turn expected to influence the
degree to which the student is satisfied with the institution of higher education.
The level of satisfaction is expected to increase the level of institutional
commitment. (Bean, 1980, pp. 158, 160)
In this study Bean examined routinization as a variable significantly related to
student attrition. He defines routinization (in the context of employees in work settings)
as the degree to which being a worker or student is viewed as being repetitive, and
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implying boredom. His study's main finding is that the greater the degree of
commitment to the college, the greater the likelihood that students will persist.
It appears, based on the analysis of the most significant theories dealing with
student persistence and attrition, that neither student nor institutional factors exclusively
differentiate persisters from those who do not persist; rather, the most important
variable is how all these factors interact and fit together.

Studies That Test Theories
The Munro Study
Munro (1981) was one of the first researchers to seek validation of Tinto's
model of student departure using a national sample. She used data from the National
Longitudinal Study of the high-school class of 1972, which was the first in a series of
longitudinal studies from the National Center for Education Statistics. The purpose of
this study (NLS-72) was to provide information on educational, social, and personal
development, and to learn how social, familial, and cultural factors influence
development. The original sample contained over 18,000 high-school seniors enrolled
in 1,000 U.S. high schools. The first survey of this population was done in the spring
of 1972 with follow-up surveys done in 1973, 1974, 1976, and 1979 (Eckland &
Alexander, 1980).
The sample surveyed 6,018 students attending 4-year colleges in the fall of
1972. Persistence was defined by two variables: persistence in higher education and/or
persistence at the same institution. Using path analysis, the resulting model explained

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

37
14% of the variation in student persistence. In spite of the modest results, it compared
favorably to Tinto's model because, as expected, background variables such as
socioeconomic status, ethnicity, and gender had contributory indirect effects on student
attrition. Where Tinto posited that academic and social integration had equal effects on
student persistence, Munro showed that academic integration had a strong direct effect
on persistence. Social integration, however, was not prominent in student departure
decisions among 4-year students and that, as predicted by Tinto's model, goal
commitment was the variable with the strongest effect on student persistence.

The Pascarella Study
Pascarella (1982a) tested Tinto's model of student departure's predictive validity
across four different types of post-secondary institutions: residential universities,
private liberal arts colleges, as well as 2- and 4-year commuter institutions. In the fall
of 1978, a random sample of 2,414 entering freshmen from 11 colleges and universities
participated in the study. Using a questionnaire, data were obtained which provided (as
proposed by Tinto) measures of academic and social integration. Using path analysis to
study the data, Pascarella found that social and academic integration explained
significant increments of variance in the voluntary student departure decisions, so that
as the size of the college increased, the students' social lives centered more on campussponsored and/or campus- based social activities. Conversely, as the size of the college
decreased, informal social and academic contact with the faculty increased.
Pascarella also found that 4-year students were more involved in the social
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activities of their school such as engaging in conversation with peers and social and
academic contacts with the faculty than were their counterparts in the 2-year schools.
He concluded that, overall, 2-year college students were least socially integrated,
whereas university students were socially integrated most, with the 4-year liberal arts
college students falling in between the two groups. In his view, the social integration
concept appeared to be least prominent for the 2- and 4-year commuter students. There
were differences in evidence across institutional types in the levels of academic
integration. Students attending liberal arts colleges were found to be the most integrated
into the academic systems of their colleges, whereas the 4-year commuter students were
integrated the least, although 2-year college students were more similar to their 4-year
commuter counterpans than were 4-year residential students. One significant finding in
this study was that students in residential institutions, in general, had higher academic
and social integration than either 2-year and/or 4-year commuter students. This finding
shows that the social and academic constructs are more consistent with theoretical
expectations for the residential and liberal arts samples than for the 2- and 4-vear
commuter student sample.

The Pascarella and Chapman Study
Pascarella and Chapman (1983a) studied the validity of Tinto’s (1975) model in
different types of institutions. Their study tested whether Munro’s approach would
yield similar results in different types of institutions. They studied freshman students
from 11 institutions including 4-year residential, 4-year commuter, and 2-year
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commuter schools.
The predictive validity of Tinto's model was generally supported although
different patterns of influence existed, especially with the concepts of academic
integration, when the data were analyzed by institutional type. In residential 4-year
institutions, social integration had stronger effects than academic integration, and
institutional commitment had a stronger influence than goal commitment. By contrast,
among 4-year commuter institutions, academic integration had stronger effects on
persistence than did social integration. Similar to 4-year residential colleges, students at
commuter campuses had stronger institutional commitment than goal commitment.
The fact that residential students were significantly more likely to persist than
commuter, even when differences in their levels of involvement and commitment were
held constant, suggests that living on-campus may have a positive influence on
persistence not totally explainable by the higher levels of social or academic
involvement linked with residential living (Pascarella & Chapman, 1983a. p. 44).

The Pascarella, Smart, and Ethington Study
Pascarella, Smart, et al. (1986) studied the long-term persistence of students
enrolled at 2-year institutions. Before 1986, the literature showed an absence of studies
that traced 2-year college students for over a year to identify the various individual and
institutional influences on student departure decisions. This study gathered data from
the 1971 and 1980 Cooperative Institutional Research Program Surveys. The original
sample comprised 10,326 students attending 487 colleges and universities varying in
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type of control. Students completed an initial survey designed to gather information on
students’ background, aspirations, and expectations for college.
These same students were asked during the winter of 1980 to complete a followup questionnaire which gathered information about their actual collegiate experiences.
The sample for this study was the respondents from the original sample who had
entered a 2-year institution in 1971 as a first time-student, who aspired to a
baccalaureate degree, and who had completed the follow-up survey in 1980. The
resulting sample was 825 students who had enrolled in 85 two-year institutions.
Persistence was defined as completion of a baccalaureate degree within the
period 1971-1980 (degree completion) or actively pursuing a baccalaureate degree as of
1980 (degree persistence). Using path analysis, the results indicated that Tinto's model
explained 25.4% of the variance for the male degree completants, and 22.8% of the
variance for the female degree completants. Additionally, Tinto's model explained
19.7% of the variance in persistence toward a baccalaureate degree for men and 15.3%
of the variance for women. Although modest, these percentages compare positively to
the Pascarella (1982a) study.
Earlier studies by Pascarella (1980) and Pascarella and Terenzini (1977, 1979a)
supported the validity of Tinto's model in predicting short-term (freshman year)
persistence among freshman students at residential institutions. These studies show that
Tinto's model is adequate in explaining the long-term decisions (over a 9-year period)
of students matriculated at 2-year institutions.
Academic and social integration had the most significant positive and direct
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effect on degree completion and degree persistence, which is not inconsistent with
theoretical expectations. These two variables were the only predictors to have direct
and significant effects on student persistence. The authors found significant indirect
effects with academic and social integration on male degree completion and male degree
persistence, albeit, not with women; and that subsequent institutional commitment had
significant positive effects on men's persistence rather than women's and that the level
of secondary-school social involvement exerted a significant and more positive
influence on persistence for women than for men. Further, these authors caution that
the pooling of male and female samples may confound important differences in the
patterns that the effects have on persistence.

The Stoecker, Pascarella, and Wolfle Study
Stoecker, Pascarella, and Wolfle (1988) developed a model which incorporates
the four sets of principal factors in Tinto's model ordered in a causal sequence, namely:
background characteristics, initial commitments, academic and social integration, and
persistence/withdrawal. In addition, this study added two additional sets of variables to
Tinto's model: structural and organizational characteristics of the institution attended
and major field of study.
The institutional characteristics such as selectivity, size, and predominant racial
composition were expected to exert an influence on the students’ integration into the
institution's academic and social systems. Also expected to influence academic and
social integration were the academic departments which exerted an important influence
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on the students' values, attitudes, and behaviors through the students' interactions with
faculty and peers, as were the type of major chosen, which in turn also influenced the
students' academic and social integration.
The sample for this study was drawn from students who had attended a single 4year undergraduate institution, so that measures of institutional characteristics and
college experiences referred to the same institution. Data were gathered from the
respondents to the 1971 and 1980 Cooperative Institutional Research Program Surveys,
which also supplied a weighing algorithm used in adjusting for response bias. The study
sample comprised 5,240 participants of which 2,021 were White males; 381 Black
males; 2,312 White females, and 526 Black females.
In this study, Stoecker et al. (1988) measured the results of high-school social
accomplishments and academic achievement as background variables in their causal
model. Stoecker et al. found that academic achievement had a significant positive total
effect on the persistence of African American and Caucasian students. They also found
that secondary social accomplishments had significant positive indirect effects for
African American men and Caucasian students. The positive indirect effect of highschool social accomplishments on persistence was transmitted indirectly through its
effects on social leadership activity and through the interaction with faculty during
college.
The study also revealed that attending a highly selective or a large institution
had a negative direct effect on academic and social integration, which, in turn,
influenced adversely the persistence of African American and Caucasian males, and
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female students. Conversely, attending a predominantly African American institution
had a positive direct effect on the academic integration of African American females
and in this way enhanced their academic persistence.

The Williamson and Creamer Study
Williamson and Creamer (1988) explored the explanatory power of Tinto’s
model of student departure from college using a 2- and 4-year college student
population. Specifically, they investigated the extent to which background
characteristics had direct effects on student persistence. Data were obtained from the
"High School and Beyond (HSB) Study " conducted by the National Center for
Educational Statistics. The study's population was comprised of students who were
sophomores and seniors in 1980.
The HSB sample used in this study consisted of 974 two-year students and 2,969
four-year college students enrolled in an academic track during the 1980-81 academic
year at public 2- and 4-year colleges. The study's design replicated Munro's (1981)
and used the same independent variables with the HSB sample that Munro used.
Persistence was defined twofold: remaining in higher education (persistence in higher
education), or remaining at the institution of initial enrollment (persistence in
institution). Students had to be out of higher education for at least 20 months to be
considered as dropouts. The results of the study showed that Tinto's model accounted
for 19.0% of the variance o f student persistence in higher education and 11.3% of
variance in student persistence at 4-year institutions. These results also showed that
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Tinto’s model accounted for 19.0% of the variance in persistence in higher education
and 6.7% of the variance in student persistence in 2-year institutions, which makes
these results comparable to those reported by Munro (1981), Pascarella and Chapman
(1983b), and, more recently, by those of Pascarella, Smart, et al. (1986).
With the exception of locus of control among 2-year students, the effects of the
background variables (gender, race, and socioeconomic status) were either minimal or
were mediated by academic or social integration for persistence in higher education or
at the same institution. In contrast to this finding, they found that five of the
background variables (socioeconomic status, race, gender, academic aptitude, and selfconcept) affected persistence in higher education for the 4-vear student cohort. These
results are in contrast with previous studies supporting Tinto's model, such as Munro
(1981), and with Pascarella and Chapman (1983b), who found that background
variables exerted minimal effect on student persistence. They also found that for 2- and
4-year students, goal commitment exerted the strongest direct influence on persistence,
whereas institutional commitment did not have direct effects on persistence for either of
the two groups.
These results compare favorably with Munro's (1981) study, but are in conflict
with Tinto's theory and with other studies such as Pascarella and Chapman (1983a) in
their definition of academic persistence. Lastly, Williamson and Creamer (1988) noted
that the measures used in their study, as well as in the Munro (1981) study, were
insufficient for measuring institutional commitment and suggest that Tinto's model may
be sensitive to how student persistence is defined.
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The last half of this century has seen a transition in the study of student attrition,
persistence, and retention programs in American higher education. However, during
the first half of the same century, studies were primarily descriptive in nature, i.e.,
concentrating on describing attrition rates and identifying the factors contributing to
student attrition. After World War II a change occurred in the focus of the research,
from description to prediction. In the late 1950s, the research focus was the fit between
the student and the institution, whereas in the decade of the 60s it was first to develop
typologies of student dropouts, and second, to identify students’ experiences while
they were attending educational institutions (Beal & Noel, 1980). A major change in the
research focus took place in the decade of the 70s. The primary research focus
concentrated on the institutions themselves. This research focus has since continued to
guide student attrition research to the present.
Until a few years ago, the dominant assumption was that there was something
wrong with the raw material when a degree was not in hand in four years. Only
in the last five years has the literature reported seriously on what institutions do
to “discourage” completion. . . . The emphasis has clearly shifted to improving
the quality of higher education in order to retain the confidence of students.
(Beal & Noel, 1980, p. v)
To date, the literature dealing with the attrition and persistence of older students
in higher education is still regrettably modest. There is a substantial body of literature
and research on attrition and persistence of traditional-age college students that
addresses attrition by concentrating on the study of freshman-year students. However,
there is less research which deals with non-traditional-age freshman college students.
This study adds to attrition and persistence research by extending the research focus to
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non-traditional-age freshman students.

The Joseph Study
The purpose of the Joseph (1995) study was to determine the extent to which the
constructs of the Tinto model of student persistence are useful for explaining freshmento-sophomore-year persistence of first-generation college students in different types of
higher education institutions. The theoretical framework for this study was the Tinto
model of student persistence, which is based on an interactionist theory of student
persistence which regards persistence mainly as an outcome of the quality of the
students’ interactions with the academic and social systems of the institution. Data for
this study were collected through a survey of 331 first-generation college students
enrolled as freshmen in West Virginia public higher education institutions during the
fall semester of 1992.
Four types of institutions were represented in the sample: associate of arts
colleges, baccalaureate colleges, master’s (comprehensive) university, and research
university. The results of the study indicate that the particular combination and
ordering of the variables that make up the Tinto model were not effective in explaining
persistence of the first generation college students in the sample. Several variables—
age, social integration, and institutional commitment II—did have significant, direct
effects on persistence, but these effects were inconsistent with the hypothesized Tinto
model. The study concluded that the factors that influence persistence and their degree
of influence upon persistence vary depending upon the particular group of students
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under consideration.

The Lack Study
The purpose of the Lack (1997) study was parent participation and student
persistence in small colleges. The theory base for this study was Tinto’s (1975) model
of student attrition. The study’s methodology was a qualitative approach to student
persistence based on “national statistics indicating that 50% of students entering
college or university do not graduate in four years” (Lack, 1997, abstract). The
population for this study included parents of college freshmen who entered Dana
College, Hastings College, Midland Lutheran College, or Nebraska Wesleyan
University in the fall of 1994.
The results showed that there was a significant relationship between parent
participation and student persistence—the more parents participated, the more likely
students were to persist. The results also showed that participation of parents of
persisters was significantly higher than participation of parents of nonpersisters. The
study concluded that parent participation is related to student persistence and thus may
be a predictor of student persistence.

The Freer-Weiss Study
The Freer-Weiss (2000) Study was the relationship between late application and
early attrition among first-time college freshmen. Using Tinto’s model of attrition as
the framework, data were analyzed to test the following hypotheses: (1) Students who
apply late have different characteristics from students who apply earlier; (2) Students
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who apply late do not perform as well academically as students who apply earlier; (3)
Students who apply late are less likely to re-enroll the subsequent term. The first
hypothesis was analyzed using nine independent variables that represented a range of
student characteristics (all of which were present in some form in Tinto’s model of
retention). When analyzed in combination, age, sex, high-school academic
performance, and students’ enrollment objective proved to be the significant variables.
This model accounted for 11 % of the variance in students’ date of application
Students’ first term GPA and their percentage of earned hours by attempted hours
were the variables used to explore the second hypothesis. Patterns were evident
suggesting that students who apply within the last few weeks of the term do not
complete as many courses or have as high a GPA as students who applied earlier.
Despite that neither variable proved to be statistically significant in relation to the date
of application. The third hypothesis was confirmed. Groups of students who applied 3
weeks or less before the beginning of the term had higher percentages of attrition than
students who applied earlier. According to this research, late applicants do exhibit
different characteristics from students who apply earlier. These findings corroborate
the high-risk profile for attrition in the professional and research literature.

The Langin-Ealy Study
The Langin-Ealy (2001) study applied the Tinto Model of Early Student
Departure to African American freshman students enrolled at the University of
Mississippi. This study also sought to discern if institutional integration would vary as a
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function of within-group differences among African-American (N = 137) freshmen in
terms of racial identity attitudes. Data were collected from entering African-American
freshmen in three phases across a 7-month period. At Phase One, background
information was obtained and data gathered on the variables of racial identity and initial
commitment to the goal of graduation and to the institution using the Institutional
Integration Scale, and the Racial Identity Attitude Scale. At Phase Two, approximately
two-thirds through the first semester, data were collected on the variables social
integration, academic integration, subsequent commitment to the goal of graduation,
and subsequent commitment to the goal of graduation. At Phase Three, records were
examined to determine participants’ enrollment status for the spring semester.
Ninety-one participants re-enrolled at the university. In terms of the withingroup variable of racial identity attitudes, strong significant positive relationships were
obtained between the identity stage of immersion-emersion and institutional integration.
Support was also obtained for the following key relationships of the model: a positive
association between initial commitment to the goal of graduation and subsequent
commitment to the goal of graduation and a positive association between initial
commitment to the institution and subsequent commitment to the institution. No
support was obtained for other key relationships of the model involving
persistence/departure from college.
The findings suggest that certain aspects of the Tinto model of early college
departure may apply to African-American students attending predominantly white
institutions. The study concludes recommending further research employing larger
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samples and more objective measures of academic and social integration, and
recommending talcing into account the construct of within-group differences among
African-American students.

Limitations of Attrition Research
The research on student attrition suffers from limitations which, sometimes,
have led to contradictory findings, namely, that:
1. Inconsistent theoretical and operational definitions where attrition and related
terms have been defined in different ways and by different researchers have not
infrequently resulted in non-comparable findings (Bean, 1982; Pantages & Creedon,
1978; Summerskill, 1962).
2. The intrinsic nature of early attrition research was, for the most part, either
descriptive or correlational. Studies of this nature showed statistical relationships
between variables without explaining the causes of either attrition or persistence or
both.
3. Studies were unable to clearly identify which among the possible factors had
significant effects on particular students, particularly since attrition is a multi-causal and
multi-dimensional phenomenon (Pantages & Creedon, 1978; Summerskill, 1962).
4. Attritional studies have been done at single institutions, thus severely limiting
the generalizibility of their findings.

Studies of Non-traditional Students
Cross (1980) points out that when generalizing about adult non-traditional
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students, the difficulty is that
almost any group of adults is more heterogeneous than a comparable group of
18-year-olds. . . . No single profile can be regarded as representative of the
adult learner, even when one looks at that small group of adults who choose to
pursue academic credit. (Cross, 1980, p. 77)
Mishler (1983) found in his study of students' perception on the benefits of
pursuing a college education that students who started college at 25 years of age or
older had two fundamental goals upon returning to college: to develop a new career and
to gain satisfaction from earning a degree. Malin et al. (1980) studied adult students'
adjustment to college, particularly the academic performance, satisfaction with college,
and affective changes resulting from college-attendance variables (as part of a larger
study dealing with the relative influence of sets of collegiate and non-collegiate factors
on the performance and satisfaction of adult learners). They found:
Four types of influence on adjustment were investigated: (1) demographic and
background variables: sex, age, ethnic group, marital status, number of
dependents, family income, years out of school, class level, and college
program; (2) external life variables: combined time spent on work, housework,
and college work (credit hours taken), satisfaction with the amount of time for
everything, family attitudes toward college attendance, and satisfaction with job
and finances; (3) student goals: occupational goal, degree goal, and importance
of achieving career-related goals, intellectual goals, personal-values goals in
college; (4) aspects of college: satisfaction with various aspects of college,
ratings of how well college goals were being achieved, and self-rating on
academic performance. (Malin et al., 1980, p. 118)
Malin et al. concluded that: (1) students rated job preparation or career
advancement as the most important college goal, (2) the major GPA predictor was the
students' satisfaction with their own academic performance, (3) the major predictor of
college satisfaction was external life variables and satisfaction with college facilities.
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and (4) the major predictors of affective changes were student goals and the
achievement of these goals.
The literature regarding attrition and non-traditional students contains several
studies which have identified characteristics of older students and factors common to
this population. Solmon and Gordon (1981) noted that most non-traditional students
enroll on a part-time basis. According to Chickering (1974), when compared to
residential students, commuter students express greater concern about financing their
education, they tend to have fewer friends in college, are less inclined to participate in
extracurricular activities, and have less contact with faculty outside of class.
Chickering (1974), Cross (1980), and Solmon and Gordon (1981) also noted
that more than their traditional-age counterparts, non-traditional students were firstgeneration college students from blue-collar families with lower levels of formal
education. Further, Solmon and Gordon (1981) added that more non-traditional students
worked full-time jobs than traditional-age students. According to Staman (1979), the
number of work hours per week exerted a strong and negative influence on persistence
among younger students but had no significant effect with older students. Moreover,
the number of children non-traditional students had was negatively associated with
persistence. Lastly, Bean and Metzner (1985) concluded that when compared with their
younger counterparts, non-traditional students generally showed less interest in social
integration and also showed less participation in campus social activities.
Jordan (1991) studied student attrition at a predominantly African American
institution. He found that when students were classified according to five student
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variables (i.e., initial institutional commitment, social involvement, involvement with
faculty, grade point average, and sex), the reason for leaving college most frequently
cited by students was lack of money, followed closely by dissatisfaction with "the
institutional administration” for students who plan to drop out or who plan to transfer to
another institution. This study identified the various reasons students indicated for
wanting to leave the institution and related these reasons to the different categories of
students.
Another researcher, Ragsdale (1991), in a study of 17,919 traditional-age
students under the age of 25, and non-traditional students over 25 who entered the
Georgia University System, found that non-traditional students withdrew at a
significantly higher rate than traditional students. Further, she found that more adult
women than men persisted, and that older White, non-traditional students were more
likely than minorities to persist. On the other hand, college academic variables showed
little age-related differences. Traditional and non-traditional dropout students were
more likely than persisters to enroll for fewer credits, have lower educational
aspirations, and earn a lower college GPA. Thus, she theorized, this study
demonstrated the need for a contingency approach in which variables related to nontraditional students are identified in order to develop appropriate responses to the
specific problems these students have during their university experience.
Wolfle (1992) used the academic, social integration, and institutional
commitment variables operationalized using the Pascarella and Terenzini (1980) scales
to predict academic persistence of both residents and commuter college freshmen at a
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pre-dominantly non-residential university. She found that female students had a higher
first-year cumulative GPA than male students, regardless of their traditional/nontraditional-age status. Female students, according to her research, had higher scores
than males on the academic and intellectual development scale, which measured one
facet of academic integration. She also found that academic integration, social
integration, and commitment each made a significant contribution to predicting
cumulative GPA, and that persisters were more integrated and had greater academic
success than were non-persisters, but her study did not predict persistence.
In a study done in 1992, Horvath used a modified Tinto’s (1975) model to
ascertain factors influencing the retention of transfer students. She found that only two
factors (i.e., academic integration and academic performance at the community college)
had a significant direct effect on retention of transfer students. Initial commitment was
found to influence retention indirectly through academic integration. She concluded that
students with strong initial commitment to educational goals were more likely to
integrate into the academic environment.
Also in 1992, Malone researched factors influencing persistence and attrition of
African American students enrolled at a predominantly White Southern university
(Vanderbilt). Her study assessed academic, college environment, and student attitude
factors. She found that one of eight college environment factors correlated significantly
with students who dropped out, and that three of eight student attitude factors were
significantly different for persisters and non-persisters alike. She theorized, based on
these findings, that race-related student attitude factors were related to persistence, and
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that sustained efforts are needed at the institutional level to retain and graduate larger
numbers of Black college students.
Rivero y Homos (1993) concentrated on the relationship of selected institutional
factors to retention at a state college (student retention, attrition). He identified
significant differences existing between persisters and non-persisters, namely, that nonpersisters at Salem State College (1) appeared much more affected by family
obligations, (2) felt much more alienated and alone while at college, (3) cited too many
academic requirements, (4) were often burdened by military obligations such as field
training exercises, frequent overseas deployment, and/or other military commitments,
(5) complained of having difficulties obtaining acceptable grades, and (6) often reported
not having support from friends at college. He recommended that appropriate
communication strategies are needed whereby every freshman incoming class can let
the administration know their fears, perceived weaknesses, and family obligations that
can affect their academic persistence at college.
In a case study of undergraduate student retention at Adrian College (Michigan)
which identified students’ entry characteristics and social and academic integration
variables affecting student persistence based on Tinto’s (1987) theoretical framework,
Turek (1992) found that students’ cumulative GPA and establishing personal
relationships with faculty were significant predictors for each year studied. For the first
and second years of enrollment, students’ satisfaction with their intellectual
development predicted persistence. In the students’ third year, participating in
intramural sports, on-campus employment and housing, academic tutoring, and
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fraternity or sorority membership predicted persistence. Additionally, involvement in
off-campus employment and housing and career development activities in the students’
fourth year of enrollment were added predictors. Based on these results, Turek (1992)
proposed that a comprehensive student retention program based on a causal model is the
best tool to be used in the retention of freshman students.
Walker, also in 1992, concentrated on the factors which contribute to African
American student retention and graduation at Iowa State University. She identified
specific factors associated with students who graduated and those who did not. She
discovered that students who graduated had higher ACT scores, high-school rank, and
GPA than those students who did not graduate. Thus, these variables predicted
academic persistence and/or withdrawal. Further, the total ACT scores for males who
graduated exceeded those of females who graduated or withdrew. On the other hand,
females who graduated had higher average scores than females who withdrew. Based
on these findings, he concluded that the likelihood of academic success included
involvement in campus organizations and activities, and positive interaction with faculty
and staff, variables which positively correlated with the Tinto (1987) model of student
persistence and attrition.
In 1994, Gill tested a theoretical model of non-traditional undergraduate college
attrition based on the Bean and Metzner 1985 model of non-traditional student attrition,
with modifications drawn from Tinto’s 1975 traditional student attrition model and a
review of the literature. Major changes to the 1985 Bean and Metzner model included
the addition of an in-class social integration variable, an entering goal commitment
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variable, as well as hours of employment on/off campus and outcome goal commitment
variables.
The results of this study indicated that the best indicator of whether or not a
non-traditional student will dropout is how committed to reaching an educational goal
the student was when he/she entered the institution. He concluded that the 1985 Bean
and Metzner model is a useful approximation of the causal path that leads to nontraditional students dropping out.
Another subsequent study based on the Bean and Metzner 1985 model was
undertaken by Sculley (1993). She studied the relationship of gender and background;
environment; academic, psychological, and academic outcomes; and the effect intent-toleave variables had on drop-out decisions. Bean and Metzner's model was refined in
two main ways to better explore gender differences in drop-out: considering gender as a
variable set apart from background variables, and sensitizing environmental and stress
variables to family role responsibilities. The findings of this study provided evidence
for the importance of environmental variables, and evidenced gender differences. Men
were overlooked factors in the student attrition process.
Several non-traditional student attrition and retention studies done in 1994 are
relevant in the student attrition and retention literature, namely, Cargill’s (1994)
research, which examined the disparity between the number of students who entered
college and those who persisted through graduation by focusing on integration
strategies (social and academic integration) as significant variables of the dropout
problem (Spady, 1970; Tinto, 1987).
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Her research substituted integration theory with a theory of pluralism and
recommended that environments in academe be pluralistic rather than integrative. The
results of this study showed that active participation of respondents, the school’s social
organizations, and classroom discussions were significantly related to the students’
dropout decisions. Several factors influencing the dropout process variables also
emerged as significantly related to the students’ decision to drop out of school.
In 1994, Wood tested Tinto’s (1975) theoretical model of student attrition on a
freshman cohort in a private residential university. He modified the original Tinto
model to include four previously untested constructs: social support, social skills, and
academic and social person-environment fit. He found that the social support variable
was shown to have an important generalized influence on person-environment fit,
integration into the university, commitment to the university, and persistence at the
university through the end of the second year of residency. These results suggest the
necessity to move to empirical tests of student attrition models, which he believes is
essential to more accurately reflect the longitudinal nature of student campus
experiences.
Durante (1995) studied the place of peer relationships in the retention of late
adolescent college freshmen using Tinto’s widely cited Theory of Individual
Departure. She postulated that traditional-age freshmen are unlike other college students
because they are the only student group where age-related psychological development
factors are important in their strategies to adapt to new social situations. Particularly
important is the late adolescent’s reliance on peers to provide not only companionship,

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

59
but also a stabilizing environment for managing new situations.
This study found that peers played a critical role in the students’ introduction
and integration into college. By their own accounts, the subjects cited peers as their
primary source of support and assistance during the unsettling period of adaptation to
college. Adults, whether faculty, college staff, or parents, were reported as resources
principally for students’ practical needs and when students or peers were unable to
provide help with those needs. The findings showed that peers were influential in the
students’ deliberations to leave or to stay in school.
In 1995 Graham researched the relationship between student satisfaction and
student retention among a population of students registered in the criminology program
at Fresno City College. He found that dropout students were significantly less satisfied
with the College Student Services Department and with the college environment than
either currently enrolled or graduated students. Specifically, dropouts were more
dissatisfied than either currently enrolled or those who had graduated with regard to
academic admission, registration, and the general environment. This study also showed
that older students and those with higher grades were more likely than those with lower
grades to be satisfied with college services; and that Hispanics were more likely than
Caucasians or other (African American and Asian) students to be satisfied with college
services and the college environment. No differences were found due to gender.
Another researcher, Swoope (1995), identified and investigated retention factors
that facilitate and increase minority retention in the College of Education at The Ohio
State University main campus. African American and Hispanic undergraduates were
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sampled and data were retrieved and compiled to investigate any significant differences
between the two groups on selected factor variables.
This particular study found that students were generally satisfied with the
academic environment, but they were dissatisfied with the services (i.e.. policies and
procedures) rendered at the college level; that students were quite satisfied with the
open, comfortable learning environment provided by the faculty, without race being a
factor; that students were satisfied with the university; and, lastly, that students were
comfortable with the social environment of the college. This study recommended that
minority students should be monitored on a quarterly basis once admitted to the College
of Education for potential problems (without specifying how), that incentives should be
used to encourage participation of all former students in future research (without
specifying which), that peer interactions should be encouraged among minority
undergraduates, and that policies and procedures should be designed to address specific
issues, needs, and problems relating to minority undergraduate students.
Also in 1995, Lloyd, in a study that researched the relationship between student
interaction with faculty adviser and three outcomes: academic achievement, student
satisfaction, and educational aspirations, found no significant difference between
students who participated in the intensive advisement program and the students
experiencing the traditional advisement program. Harles (1995), researching the
identification of the campus racial climate as perceived by American Indian students
attending the University of North Dakota (UND) at Grand Forks, found few significant
differences between freshmen/sophomores and juniors/seniors, undergraduate and
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graduate/professional students, male and female students, or American Indian students
from North Dakota tribes and those from other tribes in their perceptions of the racial
climate at UND.
Grunder, in 1995, measured the academic persistence and achievement levels of
residential students who chose varying levels of participation in a community college’s
College Success Program during their first term in college with those who did not
choose to participate in this program. She found that participation in one or more
components of the college’s College Success Program was significantly related to
remedial students’ lower course attrition rates and higher grade point average at the
end of the Fall semester. However, the course withdrawal rate of remedial students’s
was not significantly impacted by participation in the College Success Program. Lastly
in 1995, Joseph researched the extent to which the constructs of the Tinto model of
student persistence are useful in explaining ffeshmen-to-sophomore-year persistence of
first-generation college student in different types of higher education institutions. She
found the particular combination and ordering of the variables that make up the Tinto
model not effective in explaining persistence of the first-generation college students in
the study sample. Several variables-age, social integration, and institutional
commitment II did have significant effects on persistence, but these effects were
inconsistent with the one hypothesized in the Tinto model.
In 1996, Elkins studied the persistence of first-generation college students in a
4-year institution. He explored first-to-second-semester persistence/departure of first
time, full-time freshmen at 4-year public institutions, and found that first-generation
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students were not at greater risk of attrition from the first to second semester than their
continuing-generation counterparts. Factors identified as the underlying dimensions of
separation were support, interactions with partner/spouse, interactions with family and
friends, different attitudes and values, and rejection of attitudes and values. Since firstgeneration students were no more likely to depart during the first semester, differences
in their experiences regarding the separation dimensions were not explored. Finally,
three of the underlying dimensions of separation-support, rejection of attitudes and
values, and interactions with partner/spouse-were found to significantly influence the
persistence/decision, along with the pre-entry background characteristics of high-school
grade point average.
McGrath (1996) used quantitative/qualitative methods to research the predictors
of attrition among freshmen who withdrew, and to examine the assumptions, beliefs,
and perceptions held by administrators and faculty. The results of the quantitative data
indicated that administrators and faculty perceptions of why freshmen leave were
consistent. However, there were a few differences in the assumptions, beliefs, and
perceptions of administrators and faculty. In her view, one explanation for these
differences may lie in the fact that administrators and faculty have two different
perceptual lenses, constructing their own reality and forming their own impressions,
expectations, and meanings from their experiences. They see things differently because
they are trained differently and work with freshmen students in different ways.
Therefore, they did not always agree on the retention effectiveness of various
interventions, yet, they understood that the issues were sometimes ambiguous,
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frequently interrelated, and always complex.
Antony (1996) identified factors that: (1) influence freshmen to opt for a career
in medicine, and (2) determine whether or not they will persist in this choice during
college. The study found that the process of initially choosing a medical career as
one’s career goal is influenced by two major factors: (1) students’ backgrounds (e.g..
parental careers in medicine, family income, race, gender, and academic preparation),
and (2) the extent of fit between the student’s personality characteristics and those
associated with physicians. Also in 1996, Arnold researched if the concepts presented
in Glasser’s Control Theory would prove a significant intervention to increase the
retention of “at-risk” college freshmen. The results of the study showed that there was
a significant relationship between participation in the treatment group and student
retention, There was no relationship established between participation in the treatment
group and student performance on vocational selection. Ruddock, also in 1996,
researched the extent to which precalculus mathematics courses help students,
especially minority students, in their pursuit of mathematics, engineering, and science
degrees. She found that statistical analyses of the University of Texas (Austin) data
showed that first-year mathematic course and ethnicity were statistically significant
predictors of grades, but their interaction was not significant.
In 1997, Lack concentrated on studying the environmental aspect of student
persistence based on Tinto’s (1975) model of student attrition. She found a significant
relationship between parent participation and student persistence-the more parents
participated, the more likely students were to persist. The results also showed that
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participation of parents of persisters was significantly higher than participation of
nonpersisters, and concluded therefore, that parent participation is related to student
persistence and thus may be a predictor of student persistence. Additionally, in 1997,
Brockway used the Person-Environment (PE; freshmen-college) fit theory to study the
relationship between student involvement and freshman retention. She found a
significant relationship. Results revealed that involvement was linked to PE fit
indicators. However, the way in which these indicators were derived made an
important difference as to how the relationship was interpreted. She concluded that in
understanding freshman attrition, students’ end-of-the-year preferences appeared to be
more important than either anticipated preferences, college perceptions, or PE fit
levels.
Also in 1997, Ballard studied the influence of non-cognitive factors and
academic proficiency on the non-matriculation of college freshmen at three diverse
higher education institutions in Arkansas. She found no differences existed between the
scores of the non-matriculants and the entering freshman classes. She also found that a
positive robust relationship existed between substance abuse problems and the non
matriculant sample from the 4-year traditional-age residential campus. Health problems
was the primary reported reason for freshmen departure from this campus. Financial
problems was the reason for departure for both the 2-year community college and the 4year commuter campus. Disenfranchisement was reported to be the most significant
secondary reason for institutional departure among respondents from all three campus
types. Significant variance existed between campus types regarding the utilization of
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traditional retention services. Positive correlations were found to exist between
retention constructs of faculty regard and disenfranchisement, and assimilation.
Lastly, in 1997, Melendez found that activities such as interaction and/or
mentoring opportunities with faculty outside of class, student satisfaction with student
services, the quality of education students receive, as perceived by the quality of the
teaching they get, based on the cost of that education, would enhance persistence.
Lastly, in 1997, Smith studied the application of the attrition models of Tinto (1987)
and Pascarella, Terenzini, and Wolfle (1986) and examined extended orientation as a
contributing factor to the retention and achievement of African-American engineering
students. He found that enrollment in the extended orientation course was a beneficial
experience.
Cobbs (1998) researched predicting the academic success of entering freshmen
at an urban university through the assessment or oral and written language competency.
She found no statistically significant difference in the ability of the TOAL-3 (Test of
Adolescent and Adult Language), when compared to the SAT (Scholastic Assessment
Test), DRP (Degrees of Reading Power), and WSPT (Word Skills Proficiency Test), to
predict first-semester grade point average based on language competency among
entering freshmen students in general. However, there was a statistically significant
difference between the TOAL-3 and the WSPT in identifying entering freshmen
students as either Predicted Success (PS) or Potential Difficulty (PD). There was a
statistically significant difference between the TOAL-3 and the SAT as a function of
race and gender in identifying freshmen students as either Predicted Success (PD) or
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Potential Difficulty (PD). There was also a statistically significant difference between
the TOAL-3 and the WSPT in forecasting which freshman students identified as
Predicted Success (PS) would achieved the criterion variable as a function of gender.
Also in 1998, Frysinger studied the impact of participation in selected study
skills courses in improving undergraduate student retention at Texas A & M University.
He found that female students as a group had higher grades than did their male
counterparts in the treated and control groups. There was no significant difference in
retention rates based on gender. However, analysis by ethnic category indicated
significant differences between ethnic groups but the relative rankings varied within
groups so no single conclusion concerning ethnicity seemed to be substantiated by the
data in the study. Catt (1998) studied the adjustment problems of freshman students
attending a distant, non-residential community college. He found that the obstacles
most likely to inhibit student persistence were loneliness (especially first semester),
budgeting issues, housing problems, security concerns, and the inability to commit to
the college or local community. He also found that these problems pose substantial
difficulties for students struggling with both academic pressures and adjusting to a new
independent lifestyle.
And also in 1998, Jackson researched factors related to freshman adjustment to
college using the Student Adaptation to College Questionnaire (SACQ) to measure
student adjustment in the five areas of overall adjustment, academic adjustment, social
adjustment, personal-emotional adjustment, and institutional attachment. Results of the
analyses found significant differences concerning the following independent variables
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and areas of adjustment: (1) participation in cocurricular activities (all five adjustment
areas); (2) Greek affiliation (overall and social adjustment; institutional attachment); (3)
local residence (social adjustment and institutional adjustment); (4) employment (social
adjustment and institutional attachment; (5) race (social adjustment; (6) gender
(personal-emotional adjustment; and (7) the interaction effect of gender and Greek
affiliation (social adjustment and institutional attachment). The study found no
significant results regarding analyses using the independent variables of first-generation
college attendance and freshmen orientation participation.
Woolford-Hunt (1999) studied the relationship between selected environmental
variables and attrition, persistence, and academic success of majority and minority
college students at a midwestern state-run university. Her study found relationships
between persistence and achievement based on the environmental factors of college
size, residential status of college and organizational structure ratio. Day (1999) studied
the predictive ability of the psychological variables of locus of control and attributional
style in college adjustment and academic success and the relationship of these variables
with each other and with depression, anxiety, and self-esteem. The study results
identified significant relationships of locus of control with college adjustment and
academic success; of overall attributional study, especially concerning negative
outcome events, with college adjustment; and of gender with academic success.
Internal locus of control predicted better college adjustment and higher GPAs.
O f particular interest was the predictor locus of control accounting for 34% of
the variance in college adjustment. Maladaptive attributional styles (e.g., learned
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helplessness) predicted poor college adjustment. Being female predicted higher GPA
scores. External locus of control and a learned helplessness attributional style
regarding negative events were also predictive of depression, anxiety, and self-esteem.
The results of the study indicated that higher learning institutions would be well
advised to incorporate evaluation of locus of control, attributional style, depression,
anxiety, and self-esteem into the screening of incoming students. The results of this
study also indicated that students identified as at-risk due to such psychological
variables should receive interventions and training to facilitate internal locus of control,
decrease the effects of a maladaptive attributional style, lower levels of depression and
anxiety, and increase selfesteem.
In 1999, Coppola studied the relationship of community college student
demographic and pre-enrollment background variables with persistence and retention.
This study attempted to identify four specific variables: (1) parents’ education: (2)
high-school senior grade point average; (3) educational goals: and (4) racial origin, as
predictors of persistence. The research found that three factors, high-school senior
GPA, parents’ education level, and family origin, were significant predictors of
attrition, and that these factors represented information that is available from students
prior to entry into college. It also found that these are important pre-enrollment data
available to institutions to assist potential non-persisters by identifying them early in
their educational tenure.
Morales (2000) studied institutional and organizational attributes influencing the
retention of transfer students at a California state university. Few differences were
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found between freshmen and transfer students in rating what was important in helping
them succeed in college. Both groups rated student services and academic advising as
important to reaching their career goals. Institutional attributes associated with attrition
of students included difficulty in finding student resources, making friends, lack of
diversity, and balancing life with school. Both student groups favored online access to
academic program requirements, a state-supported summer term, a single location for
handling university business (admissions, registrations, paying fees, etc.), and
improved parking, to help them reach their academic goals. This study also found that
transfer students were older, had different collegiate experiences from freshmen, and
had a general idea of what they needed to be successful, and that they have specific
needs and concerns, which are not often expressed by new freshmen.
Also in 2000, McDaniel in a study focusing on the admission criteria at
Concordia University, Irvine, California, used various statistical methods to determine
if retention of freshmen students can be predicted. He found that students who entered
Concordia University with a predicted college grade point average of 3.0 or higher
have a strong likelihood of remaining at Concordia for their sophomore year.
However, those students with a predicted college grade point average less than 3.0 are
prone to drop out after 1 year of study. Finally, the study also found that students who
were in the “Commitment to Success Program” and were always faithful to their
contract could be retained to their sophomore year at a higher rate, and are more cost
effective to recruit when comparing institutional financial aid given to the general
freshmen student population.
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Shaver (2000) researched learning styles and student success in radiography. In
her study, the learning styles of radiography students were examined and compared to
determine the differences between the incoming freshmen and the graduating
sophomores. She found that both freshman and sophomore groups demonstrated
preferences for structured learning activities with authority figures present. They
preferred learning with peers in activities scheduled during morning and afternoon
hours. These students wanted mobility in the learning environment and preferred
intake of food or beverage while concentrating. Both groups had overall perceptual
preferences for auditory learning, followed closely by tactile learning. Lastly also in
2000, Freeze examined the relationship between late application and early attrition
among first-time college freshmen. She found that students who applied within the last
few weeks of the term did not complete as many courses nor had as high a GPA as
students who applied earlier. She also found that groups of students who applied 3
weeks or less before the beginning of the term had higher percentages of attrition than
students who applied earlier. According to her research, late applicants do exhibit
different characteristics from students who applied earlier. These finding corroborate
the high-risk profile for attrition in the professional and research literature.
Cheslock (2001) researched enrollment policies in higher education with the
purpose to improve the understanding of the factors that influenced the composition of a
school’s enrollment in the past. The results indicated that the transfer enrollment rate,
the percentage of an institution’s incoming class that are transfers, is lower at private
institutions than at public with the difference growing over time. Lastly, Langin-Ealy
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(2001) applied the Tinto model of early student departure to African-American
freshmen enrolled at the University of Mississippi, to learn if institutional integration
would vary as a function of within-groups differences among African-American
freshmen in terms of racial identity attitudes. In terms of the vvithin-group variable of
racial identity attitudes, strong significant positive relationships were found between the
identity stage of immersion-emersion and institutional integration. Support was also
found for a key relationship of the model: a positive association between initial
commitment to the goal of graduation and subsequent commitment to the goal of
graduation and a positive association between initial commitment to the institution and
subsequent commitment to the institution. Support was also found for variations in
institutional integration by racial identity attitudes. No support was found however for
other key relationships of the model involving persistence/departure from college.

Summary
The studies cited in this literature review have significantly contributed to the
understanding of student departure, persistence, and attrition. Much of the research has
concentrated on the validation and/or refinement of the Tinto model of student
departure and its core constructs of academic and social integration across institutional
types. The reason for the narrow focus of this research is that the Tinto (1975) model is
widely used in the research on student persistence and attrition.
A review of studies based on this model indicates that research in general
supported the basic core constructs of the model as a framework for considering the
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dynamics of college student attrition. While some other studies noted variations based
on race, institutional type, and academic class, these studies in general have been
supportive of this model's predictive validity across institutional types.
Although studies have not purposely addressed persistence and attrition among
older students, the literature dealing with institutional types does show different student
types in such a way as to provide insights about this older student cohort. Other studies
also found that, for residential college and university students, social integration was
more strongly related to persistence than was academic integration. For students
matriculated at commuter institutions, academic integration had a positive relationship
to persistence whereas social integration had no such relationship or had a negative
relationship to same.
Contrary to theoretical expectations, the effects of the academic and social
integration constructs on student persistence across institutional type may not be equal.
For example, Pascarella (1982a), Pascarella and Chapman (1983a), and Williamson and
Creamer (1988) have found that for 2- and 4-year commuter students, academic
integration when compared to social integration exerts a more direct effect on student
decisions. Similarly, Munro (1981) and Williamson and Creamer (1988) found that
academic integration had a stronger effect on the persistence of the 4-vear college
student cohort than did social integration. In their study, Pascarella and Chapman
(1983a) showed that social integration had a more direct effect than academic
integration on the persistence of the 4-year residential student cohort. In addition,
Pascarella, Smart, et al. (1986) added that social and academic integration were

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

73
consistent with the Tinto model in their effects on the persistence of the 4-year
residential student cohort. According to Stoecker et al. (1988), attending a large or
highly selective institution exerts a direct and negative effect on social and academic
integration and, thus, on student persistence.
Other studies have shown that background characteristics such as gender,
ethnicity, and high-school social involvement have greater effects on student persistence
than Tinto's first conceptualization of these constructs. Researchers such as Pascarella,
Terenzini, et al. (1986) and Stoecker et al. (1988) have noted that gender and ethnicity
exerted a significant influence on goal and institutional commitments as well as the
degree to which students integrated into the social and academic systems of their
institutions. In addition, Pascarella, Terenzini, et al. (1986) found that the level of highschool social involvement affected directly the persistence of women. These findings
are indicative of the need for further studies to show clearly how background
characteristics are mediated by social and academic integration, and how they affect
student persistence decisions within the Tinto model.
In conclusion, a review of the pertinent literature related to student academic
persistence and attrition from college reveals the following:
First, from its inception to about 1970, the study of student attrition was
atheoretical or descriptive in nature, and concentrated on the extend of traditional
students attrition from college, and/or when students dropped out of school, or both,
and/or students background characteristics external to the institutions and their
relationship to academic persistence and/or attrition. No single factor was found to be
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a major predictor of student attrition, and the results of studies of this period were more
useful for developing strategies for admission than for developing retention strategies.
Second, several theories and models were developed to explain the problem of
attrition, namely: Festinger’s Cognitive Dissonance Theory, Spady’s Longitudinal
Process Model of Student Attrition, Rootman’s Causal Model of Voluntary
Withdrawal, Bean's Causal Model of Student Attrition, and other lesser known
theories and models.
Third, the most successful theory and model of student persistence and attrition
is Tinto’s 1975. It holds that student attrition and persistence in higher education is a
longitudinal process of interaction between the individual and the academic and
social systems of the college during which a person's experiences in those
systems (as measured by his normative and structural integration) continually
modify his goal and institutional commitments in ways which lead to persistence
and/or varying forms of dropout. (Tinto, 1975, p. 94)
Tinto’s student attrition model sees student attrition as a longitudinal series of
interactions among the students and the academic and social systems of the institution.
His theory and model has been the theory and model of choice of most of the student
attrition research for the last 25 years. Tinto’s theory and model has been generally
validated as being useful in explaining the academic persistence and attrition of
traditional students at residential institutions, which has been the focus of research for
much of this period.
Fourth, a paradigmatic change in the student persistence and attrition research
focus occurred post-1970. The research focus switched from description to prediction,
from the fit between the student and the institution, from developing typologies of
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student dropouts, and from identifying students’ experiences while they were attending
educational institutions, to research focusing on the institutions themselves, i.e., to
what the institutions themselves do to discourage the academic persistence of their
students. In short, the emphasis has clearly shifted to "improving the quality of higher
education in order to retain the confidence of students” (Beal & Noel, 1980. p.

v),

or in

Tinto’s view:
If there is a secret to successful retention, it lies in the willingness of institutions
to involve themselves in the social and intellectual development of their
students. That involvement and the commitment to students it reflects is the
primary source of students’ commitment to the institution and of their
involvement in their own learning. (Tinto, 1993, p. 6)
In support of Tinto, Astin (1993) states that institutions of higher learning themselves
change the nature of their students’ development and influence their degree of
satisfaction or dissatisfaction with them. Astin (1993) examined more than 190
environmental characteristics of institutions and detailed how these factors can shape
students’ personalities and self-concepts, patterns of behavior, values and beliefs.
academic and cognitive development, career development, and satisfaction with the
college environment, and in so doing affecting their students’ decision to persist or
depart from them.
Fifth, a second paradigmatic change has occurred in institutions of higher
learning as well, namely: “Instead of continuing to emphasize full-time undergraduate
education, we encourage more part-time attendance” (Astin, 1993, p. 434). The reason
for this is that
policy makers are guided more by economic than educational considerations . . .
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to capitalize on economies of scale, commuter education is preferred over
residential education, and part-time attendance is preferable to full-time
attendance because it permits students to work full-time while attending college,
(p. 435)
Enrollment data show that “indeed, much of the growth of enrollments since
the period of 1976, to 1989, has been in part-time attendance, and a majority of those
students work while attending college” (Tinto, 1993, p. 10). Tinto shows that a
relationship exists between part-time and/or full-time work and academic persistence
and attrition, because “students who delay entry to college and/or who attend part-time
are, on the average, much less likely to obtain their undergraduate degrees” (Tinto,
1993, p. 11).
Six, the focus of college student academic persistence and attrition research also
has shifted from traditional to non-traditional students, and to a research focus which
sees student attrition based on the nature and scope of institutional internal variables,
and to the nature and scope of the students interactions with their institutions, and the
concomitant effects of these interactions culminating in the students satisfaction with
their institutions, or in their decisions to depart from same. In short, the research now
focuses on the dynamic interrelationship between internal institutional factors and their
effects on student retention.
Seventh, no single factor has been found to explain the academic persistence of
traditional/non-traditional students at residential and/or commuter institutions of higher
education. The research, to date, points to significant differences between these
students and these institutions, such as: age, marital status, having children, working
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full-time, having family obligations, and paying for their tuition with funds from their
savings, and the differences between residential and commuting institutions, such as,
size, size of their student populations, higher rates of part-time faculty, and fewer
student interactions with faculty and peers outside the classroom (Astin, 1993).
Lastly, the research also shows that a new theory and model building of student
persistence and attrition from college is needed to explain the academic persistence and
attrition of non-traditional students, and a theory and model building which
discriminates between non-traditional students sub-types, to help these institutions to
meet the academic needs of these increasing student populations.
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CHAPTER III

METHODOLOGY

Introduction
The purpose of this study was to identify and examine factors particular to
traditional and non-traditional freshman students which may affect attrition and
persistence. This study extends the research beyond the study of traditional students at
residential universities using Tinto's model of student departure and attrition from
college, which has been the focus of most previous research, to non-traditional students
at non-residential institutions.
The purpose of this chapter is to describe how the data were collected, followup method, population, setting, sample, research design, procedure, instrumentation,
and null hypotheses. The chapter also present the hypotheses and procedures to test
and analyze them. A cross-sectional design was used involving the administration of a
questionnaire to a sample of freshman students registered in the freshman division of a
Midwestern comprehensive state university.

Population
The population for this study was all freshman students registered in the
freshman division of a Midwestern comprehensive state university who were pursuing a
78
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baccalaureate degree during the 1996-1997 academic year. This population numbered
approximately 1,850 students representing the following background variables: gender,
enrollment status (full-time, part-time), race, marital status, first-time student, transfer,
stop-out, and returning student. Within this population, this study focused on traditional
and non-traditional students.

Setting
The setting for this study was a Midwestern comprehensive state university
campus which is part of several campuses that comprise a large, Midwestern state
university system. This comprehensive university campus is a coeducational, nonresidential, state-supported public university, offering both baccalaureate and master’s
degree programs. The University's freshman division provides academic and
counseling support to freshman students distributed among five university divisions,
namely: Arts and Sciences, Business, Education, Health and Human Services, and
Technology.

Sample
According to data supplied by the University’s freshman division, there were
approximately 1,850 students registered during the fall semester of 1996 and the spring
semester of 1997. Of these students approximately 55% were traditional students, i.e..
23 years old and younger (A x 55% = 1,017), and 45% were non-traditional students,
i.e., 24 years old and older (A x 45% = 832). Traditional and non-traditional students
were placed in two groups for sampling purposes.
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Twenty-five percent of traditional and non-traditional students were chosen
according to random selection criteria using the SPSS statistical package randomnumber generator and were incorporated into two groups. Thus, group 1, traditional
students, consisted of 1,017.5 x 25% = 254 students, and group 2, non-traditional
students, consisted of 832.5 x 25% = 208 students. Thus, the sample size was 463
students or 25% of the population of freshman students.
The sample size was considered adequate to control for respondent fatigue, i.e.,
students at this institution had been asked repeatedly to participate in many and diverse
surveys designed to ascertain their views on many and varied subjects affecting their
academic experiences at this institution. Therefore, a decision was made by the
director of the freshman division, the vice-provost for student services, and the
researcher, based on informed counsel and based on previous research surveys
responses to limit sample size to control for respondent fatigue. To control research
costs, a decision was also made by the persons mentioned above to limit sample size in
order to stay within the allocated funds for this research project.

Research Design
A cross-sectional design was used in this study because
a cross-sectional design refers to the one-time collection of data from currently
enrolled students. It amounts to an informational snapshot of the students at a
single moment in their careers. . . . At the start of the next academic year or
semester, sample members who fall into the various categories of drop-outs and
non-drop-outs are identified, and the groups are then compared on the variables
thought to influence attrition decisions. (Terenzini, 1982, p. 58)
Data were collected by administering a questionnaire to a computer-generated
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random sample of freshman students during a personal interview which was part of the
students’ regular registration process with the freshman division academic advisers.
The university's freshman division's records were utilized for this purpose. Data
collected included the students’ name, age, and ID number.
The variables used in this study included the five integration scales developed by
Pascarella and Terenzini (1980) which were used to explain the students’ academic
persistence and attrition. These scales were: I Peer Group Interactions, II Interactions
With Faculty, III Faculty Concern for Student Development and Teaching, IV
Academic and Intellectual Development, and V Institutional and Goal Commitments.

Procedure
During the winter semester registration period of 1996, a questionnaire was
administered to the sampled students during a personal interview by the freshman
division’s academic counselors on the division’s premises. To prepare for this, data
were obtained from the university’s mainframe computer database at the main campus
using a data-retrieval protocol by the university freshman division assistant director,
which included sample students’ name, identification number, age. and address. The
resulting sampled students were equally divided among the division's counselors to be
given the questionnaire. A letter from the Provost for Student Services with instructions
regarding how to answer the questionnaire was given to each student. After students
completed answering the questionnaire, the division advisors collected them for
safekeeping.
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Attached to the questionnaire was a cover letter on university stationery written
by the university’s Assistant Provost for Student Services and Director of the
“Freshman Division” which explained the purpose of the study, the use of the data,
and that participation in the study was voluntary, yet very important. Students were
asked to write their names and student identification numbers on the cover letter and
only their student identification numbers on the questionnaire. An accurate student
identification number ensured precise tracking of students to determine whether
students enrolled in the subsequent fall semester of the 1997 academic year in order to
determine academic persistence and attrition. Because some students did not remember
their student identification numbers accurately, getting their names on the cover letter
provided a control to verify the accuracy of their identification number. It was agreed
by the above-named persons that this method of data collection would be conducive to
maximum responses from the selected students because the questionnaire was
incorporated into the student registration process.
The follow-up method included mailing a copy of the questionnaire after one
week had elapsed to those students who did not keep their appointments during their
registration process to answer the questionnaire, and/or kept their appointments but
failed to complete the questionnaire. A stick of chewing gum was included to encourage
the completion and return of the questionnaire. Additionally, the freshman division
staff called students who had questionnaires mailed to them, to encourage them to
complete and mail back the completed questionnaires.
In accordance with the requirements of the Human Subjects Review Committee
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of the university site of the study, the cover letter with the student identification number
was removed from the questionnaire once the accuracy of the student identification
number was verified. The cover letter explained this procedure and assured the students
that their responses were held in the strictest professional confidence and that the results
of the study would be reported anonymously. Consequently, although the students'
names were known, they were kept confidential. One hundred eight usable
questionnaires were returned. Data retrieved from these questionnaires were used by
the director of Andrews University Center for Statistical Services to build a database to
be used by the SPSS program for statistical analyses. Thus, data on all variables were
obtained. Statistical analyses were conducted to determine if traditional and nontraditional students differed significantly on the dependent variables, and if those
differences varied significantly when comparing persisters with non-persisting students.
In accordance with the provisions of the research protocol granted by the Mid
western university site of the study, the data collected for the purpose of the study
remains for safekeeping purposes in the custody of the Center for Statistical Services
of Andrews University.

Instrumentation
Data for this study were collected using a 101-question instrument which
inquired about students1 personal and background characteristics, academic level, parttime versus full-time enrollment status, extent of involvement in the university social
and extracurricular activities, commitment to completing college and graduating from
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this university, and various factors external to the university which might have affected
the student sample.
The questionnaire incorporated five factorially derived (from factors which
differentiate among respondents) scales which corresponded to questions 47-76 in the
questionnaire (see Appendix 1) developed by Pascarella and Terenzini (1980) to
operationalize Tinto’s (1975) conceptual model of college student withdrawal. The
survey instrument which gathered data for this study had two parts: the background
information section (questions 1-46, and 77-101) which collected demographic
information such as age, ethnicity, gender, marital status, and grade point average, in
addition to parental background such as educational background of parents, number of
siblings, and other pertinent and relevant information, and the Pascarella and Terenzini
scales (I-V) described in this chapter. The five scales used required students to respond
by using a Likert-type scale. These scales were used by permission granted November
30, 1995, by Dr. Ernest T. Pascarella, University of Illinois (Chicago Circle).
Thirty variables were used by Pascarella and Terenzini in the construction of
their scales which they judged to be those most adequately tapping the dimensions of
Tinto’s model. These 30 “institutional interaction” items were then incorporated in
the instrument which was administered to the freshman students during the winter
semester of their freshman year. The items are coded 5 = strongly agree to 1 =
strongly disagree. A substantial body of research on college impact suggests that
students’ interactions with college environments are not independent of the particular
background characteristics that they bring to college (Alexander, 1962; Centra, 1980;
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Thistlethwaite & Wheeler, 1966). Consequently, an important issue in the study of
college attrition, and in Tinto’s model, is the extent to which the assessment of
differential levels of social and academic integration and institutional/goal commitment
contribute to the prediction of persistence/dropout behavior when the influence of pre
college characteristics is taken into account.
Table 3 summarizes the results of the factor analysis from the validation study
done by Pascarella and Terenzini (1980) of the academic/social integration and
institutional/goal commitment scales. The composition of the five scales is consistent
with the dimensions specified by the Tinto model. Items constructed to assess the
quality of students’ interactions with faculty, however, break into two sections. The
first, termed Interactions with Faculty, focuses on the faculty accessibility to students
and the impact of student-faculty informal contacts. The second section focuses on
students’ perceptions of faculty concern for student development and teaching and is so
named. Questions designed to measure goal commitment and institutional commitment
clustered together and yield a single, composite scale.
Table 3 also displays the alpha reliability for each scale as well as the simple
and partial correlations with ffeshman-year persistence/voluntary dropout decisions.
The factor structure and alpha reliabilities are based on an entire sample, while the
simple and partial correlations are based on a calibration sample. The alpha reliabilities
of the scales range from .71 to .84 and were judged adequate by Pascarella and
Terenzini (1980) for using the scales in further studies.
As indicated, both the simple and partial correlations of all scales with the
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criterion variable were significant at p < .01. The partial correlations represent the
association between each scale and the criterion with the influence of all pre-enrollment
variables, freshman academic performance, and involvement in extracurricular
activities held constant (Pascarella & Terenzini, 1980). The intercorrelations among
the five scales are quite modest, ranging from .01 to .33 with a median correlation of
.23. Thus, the scales appear to assess dimensions of institutional integration that are
substantially independent of one another.

Null Hypotheses
The following null hypotheses were used in this study.
Hypothesis 1: There is no relationship between student persistence/attrition and
the following student characteristics: academic status, commuting miles, gender,
financial repayment interference, financial aid receiving, living arrangements, marital
status, have children, child care satisfaction, work fo r pay, and work on/off campus.
(See demographic data section, questions I- 46.) Chi-square analysis was used to test
this hypothesis.
Hypothesis 2: There is no difference between the mean scores o f students who
entered as freshmen, transferred from another school, or returned after stopping out o f
college on the five integration scales: Peer Group Interaction, Interactions With
Faculty, Faculty Concern fo r Student Development and Teaching, Academic and
Intellectual Development, and Institutional and Goal Commitment. One-way analysis of
variance was used to test this hypothesis.
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Table 3
Item Factor Loading, Alpha Reliabilities, Simple and Partial Correlations With
Persisters/Voluntary Dropout Decisions
Scale I: Peer-Group Interactions
Loading

Item
Since coming to this university I have
developed close personal relationships
with other students.
The student friendships I have developed at
this university have been personally
satisfying.
My interpersonal relationships with other
students have had a positive influence on
my personal growth, attitudes, and values.
My interpersonal relationships with other
students have had a positive influence on
my intellectual growth and interest in ideas.
It has been difficult for me to meet and make
friends with other students.
Few of the students I know would be willing
to listen to me and help me if I had a
personal problem.
Most students at this university have values
and attitudes different from my own.

Scale Alpha

Simple r

.84

22*

Partial r
.

im

.82

.82

.76

.72
-.71

-.58
-.37

Scale II: Interactions With Faculty
Scale/ Item
My nonclassroom interactions widi faculty
have had a positive influence on my
personal growth, values, and attitudes.
My nonclassroom interactions with faculty
have had a positive influence on my
intellectual growth and interest in ideas.
My nonciassroom interactions with faculty
have had a positive influence on my career
goals and aspirations.
Since coming to this university I have
developed at least one close, personal
relationship with at least one faculty member.
I am satisfied with the opportunities to meet
and interact informally with faculty members.

Loading

Scale Alpha

Simple r

partial

.83

.35*

34*

.86

.83

.73

.72
.47
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Table 3--Continued.
Scale III: Faculty Concern for Student Development and Teaching
Loading

Scale/ Item

Scale Alpha
.82

Few of the faculty members I have had contact
with are generally interested in students.
Few of the faculty members I have had
contact with are generally outstanding or
superior teachers.
Few of the faculty members I have had contact
with are willing to spend time outside of class
to discuss issues of interest and importance
to students.
Most of the faculty I have had contact with
are interested in helping students grow in
more than just academic areas.
Most faculty members I have had contact
with are genuinely interested in teaching.

Simple r
34

Partial r
52

-.77

-.72

-.58

-.56
.54

Scale IV: Academic and Intellectual Development
Scale/ Item

Loading

Scale Alpha
.74

I am satisfied with the extent of my
intellectual development since enrolling in
this university.
My academic experience has had a positive
influence on my intellectual growth and
interest in ideas.
I am satisfied with my academic experience
at this university .
Few of my courses this year have been
intellectually stimulating.
My interest in ideas and intellectual matters
has increased since coming to this university.
I am more likely to attend a cultural event
(for example, a concert, lecture, or art show)
now than 1 was before coming to this university.
I have performed academically as well as I
anticipated I would.

Simple r
17*

.68

.67
.64
-.55
.55

.43
.41
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Table 3—Continued.
Scale V: Institutional and Goal Commitments
Scale/ Item

Loading

Scale Alpha

Simple r

Partial r

.34*

.32*

.71
It is important for me to graduate from college.
I am confident that I made the right decision
in choosing to attend this university.
It is likely that I will register at this university
next fall.
It is not important to me to graduate from this
university.
I have no idea at all what I want to major in.
Getting good grades is not important to me.

.69
.63
.62
-.59
-.45
- 44

Note. Adapted from “Predicting Freshman Persistence and Voluntary Drop-out
Decisions From a Theoretical Model,” by E. T. Pascarella and P. T. Terenzini, 1980,
Journal o f Higher Education, 51, pp. 66-67. Items scored 5 = strongly agree, to 1 =
strongly disagree. In computing factor scores, items with negative loadings were
recorded I = strongly agree, to 5 = strongly disagree. In the column headed loading,
only items with loadings of .35 or above were included in the computation of factor
scale scores. In the column headed partial r, controlling for all pre-enrollment
characteristics, freshman year academic achievement, and extent of participation in
extracurricular activities; degrees of freedom = 479.
* p < .01.

Hypothesis 3: There is no relationship between the five integration scales.
Pearson product-moment linear correlation coefficient r was used to test this
hypothesis.
Hypothesis 4: There is no difference between the mean scores o f traditional and
non-traditional students on the Peer Group Interaction Scale.
Hypothesis 5: There is no difference between the mean scores o f persisting and
non-persisting students on the Peer Group Interaction Scale.
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Hypothesis 6: There are no significant interaction effects between type o f student
and level o f persistence on the Peer Group Interaction Scale. Two-way analysis of
variance was used to test Hypotheses 4-6.
Hypothesis 7: There is no difference between the mean scores o f traditional and
non-traditional students on the Interaction With Faculty Scale.
Hypothesis 8: There is no difference between the mean scores o f persisting and
non-persisting students on the Interactions With Faculty Scale.
Hypothesis 9: There are no interaction effects between type o f student and level
o f persistence on the Interactions With Faculty Scale. Two-way analysis of variance
was used to test Hypotheses 7-9.
Hypothesis 10 : There is no difference between the mean scores o f traditional
and non-traditional students on the Faculty Concern fo r Student Development and
Teaching Scale.
Hypothesis 11: There is no difference between the mean scores o f persisting and
non-persisting students on the Faculty Concern fo r Student Development and Teaching
Scale.
Hypothesis 12: There are no interaction effects between type o f student and level
o f persistence on the Faculty Concern fo r Student Development and Teaching Scale.
Two-way analysis of variance was used to test Hypotheses 10-12.
Hypothesis 13: There is no difference between the mean scores o f traditional
and non-traditional students on the Academic and Intellectual Development Scale.
Hypothesis 14: There is no difference between the mean scores o f persisting and
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non-persisting students on the Academic and Intellectual Development Scale.
Hypothesis 15: There are no interaction effects between type o f student and level
o f persistence on the Academic and Intellectual Development Scale. Two-way analysis
of variance was used to test Hypotheses 13-15.
Hypothesis 16: There is no difference between the mean scores o f traditional
and non-traditional students on the Institutional and Goal Commitment Scale.
Hypothesis 17: There is no difference between the mean scores o f persisting and
non-persisting students on the Institutional and Goal Commitment Scale.
Hypothesis 18: There are no interaction effects between type o f student and level
o f persistence on the Institutional and Goal Commitment scale. Two-way analysis of
variance was used to test hypotheses 16-18.
All hypotheses were tested with an alpha at .05.

Sample Return Rates
The target sample return rate was 462 students. The actual sample return rate
was 108 students, which equals 23.3%. Several possible explanations account for the
low sample return, namely: respondent fatigue, i.e., students may have been less
willing to participate in another research study since the university had been asking
students to participate in several other studies at this time. Another possible explanation
may be that students were busy with their work and study programs which prevented
them from keeping their appointments with their academic advisors to fill out the
questionnaire, irrespective of the follow-up phone call and mailings reminding and
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encouraging them to do so. Also, although students were required to attend a
registration’s personal interview, they were not required to answer the questionnaire.
Yet another possible explanation is that some of the students selected did not return to
the university. Lastly, the low response rate may be due to the length of the
questionnaire itself (101 questions).
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CHAPTER IV

ANALYSIS AND RESULTS

Overview
The purpose of this study was to identify and examine factors particular to
traditional and non-traditional freshman students which may affect attrition and
persistence. This study extends the research beyond the study of traditional students at
residential universities using Tinto’s model of student departure and attrition from
college, which has been the focus of most of the previous research, to non-traditional
students at a non-residential institution.
The data analyses and results are presented in three sections of this chapter. The
first section describes and highlights the sample characteristics. The second section
makes comparisons between traditional and non-traditional students on different
variables. The concluding section describes the analysis and results of the study’s
hypothesis testing using chi-square, Pearson product-moment correlation, and analysis
of variance.

Sample Characteristics
The characteristics of the students from the sample showed that 65.7% were
female students, and 34.3% were male students (see Table 4). In the race category,
93
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83.3% were White, 9.3% were Black, and 7.4% “other.” This “other” category
consisted of Asian, Pacific Islander, Hispanic (whether from Mexico, Puerto Rico, or
Central and South America), and Native American students, since there were not
enough cases to list them separately. Of this sample 63.9% were single students.
24.1 % were married, and the legally separated category totaled 10.2%. The rest are
missing cases. These data are summarized in Table 4.

Table 4
Demographic Background o f Students
Demographic Groups
Gender
Male
Female
Race
White
Black
Other3
Marital Status
Single
Married*
Legally Separated
Missing Cases

N

%

37
71

34.3
65.7

90
10
8

83.3
9.3
7.4

69
26
11
2

63.9
24.1
10.2
1.9

Note. N = 108.
a Asian, Pacific Islander, Hispanic, and Native American.
* In calculating the percentage of student spouses who worked full-time, 28 married
student spouses are referred to including the 2 missing cases.

Of all the student spouses 92.8% worked full-time. The rest are missing cases.
Students’mothers were divided almost equally between homemakers (34.3%) and those
who worked outside the home in the following occupations: Professional/Technical
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(9.3%), Clerical (15.7%), and Craftsman (semi-skilled 10.2%), for a combined total of
35.1% of all mothers of students in this study.
Respondents’ fathers worked at the time of this study in the following
occupations: Professional/Technical (20.4%), Manager/Pub lie Official/Business Owner
(26%), Craftsman semi-skilled (12.0%), and Laborer (15.7%). Forty-four percent of
respondents’ mothers were high-school graduates, in addition to those who had a
secondary education by having some college or had finished college (36.2%), for a
combined total of 80.2% having at least a high-school diploma.
The data about the fathers indicated that 24.0% had some college education, and
19.4% had completed college for a combined 43.4% in this category. Additionally,
33.3% of fathers and 44.4% of mothers were high-school graduates. In regard to the
age of their dependent children, 48.9% of this population had school-age dependent
children (6-11 years old = 20.3%, 12-14 years old = 15.7%, and 15-18 years old =
13%), and 20.4% had pre-school-age children. These data are summarized in Table 5.
O f the respondents, 98.1% were freshman students having fewer than 24 credits
at the time of the study; only 1.8% of respondents had more than 24 credits. Of this
sample 69.3% commuted 20 miles or less to school, and 16.6% commuted in excess of
31 miles. Also the sample respondents indicated that 97.2% lived off campus and that
only .9% lived on campus.
The off-campus-living category shows that 10.2% lived alone, that 48.1% lived
with parents/relatives, and that 23.1% lived with spouse and/or children, 7.4% lived
with a roommate, 5.5% with a spouse, and the rest are missing cases. When asked
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Table 5
Family Background o f Students

Demographic Groups

N

%

Spouse Academic Status
Part-time Student
Full-time Student
Neither PT/FT Student
Not Applicable

2
2
24
80

1.9
1.9
22.2
74.1

Spouse Employment
Full-time Worker
Not Employed
Missing Cases

26
1
81

24.1
0.9
75.0

10

9.3

9
17
2
2
11
3
9
37
2
6

8.3
15.7
1.9
1.9
10.2
2.8
8.3
34.3
1.9
5.6

22

20.4

28
2
4
6
13
17
3
4

25.9
1.9
3.7
5.6
12.0
15.7
2.8
3.7

Parents’ Occupation
Mother:
Professional/Technical
Manager/Public Official/Business
Owner
Clerical
Retail Sales
Craftsman (skilled)
Craftsman (semi-skilled)
Service Worker
Laborer
Homemaker
Not Employed
Missing Cases
Father:
Professional/Technical
Manager/Public Official/Business
Owner
Clerical
Retail Sales
Craftsman (skilled)
Craftsman (semi-skilled)
Laborer
Farmer
Military
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Table 5—Continued.
Demographic Groups

N

%

2
2
5

1.9
1.9
4.6

Parents’ Education
Mother:
Completed Elem. School
Completed High-School
Some College
Completed College
Missing Cases

19
48
28
11
2

17.6
44.4
25.9
10.2
1.9

Father:
Completed Elem. School
Completed High-School
Some College
Completed College
Missing Cases

23
36
26
21
2

21.3
33.3
24.1
19.4
1.9

Children:
Age of Dependent Children
1-5 Years Old
6-11 Years Old
12-14 Years Old
15-18 Years Old
19 Years Old and Older

22
22
17
14
13

20.4
20.4
15.7
13.0
12.0

Homemaker
Not Employed
Missing Cases

Note. N = 108.
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about the reasons for their part-time academic status, respondents chose (in decreasing
order of importance) the following responses: work-related reasons (31.5%), heavier
loads not being affordable (23.1%), children-related reasons (18.5%), and risk-togrades reasons, also by the same percentages (18.5%). These data are summarized in
Table 6.
The data show 90.7% of respondents had completed their secondary education
by graduating from high school, and that 8.3% graduated with a GED diploma. It also
shows that 77.7% of respondents indicated their GPA at time of secondary-education
completion ranged from 2.5 to 3.5. These data are summarized in Table 7.
The data show that earnings/savings (31.5%) and financial aid (31.4%) were
the two largest sources of college tuition for these respondents. Together they
accounted for about 62.9% of the funds for college tuition. When the results of the
“parents” response category (17.6%) are added to the earnings/savings and financial
aid categories, they accounted for 80.5% of all sources of funds for college.
Respondents were asked to indicate the type of financial aid they were
receiving: 53% chose “Scholarships,” i.e., institutional funds, and 28.7% chose "Pell
Grants.” The data also show that 81.5% of these respondents were employed at the
time of the study, 17.6% indicated they did not work, and 78.7% indicated off-campus
work. The results of the number of hours/work category show that 64.8% of
respondents worked in excess of 20 hours per week, and that 14.8% worked between l19 hours per week. These data are summarized in Table 8.
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Table 6
Campus Life o f Students

Category

N

%

Academic Status
Freshman 24 Cr. or Less
Freshman 24 Cr. or More

106
2

9 8 .1
1.9

Housing Status
Living On Campus
Living Off Campus
Missing Cases

1
105
2

.9
97.2
1.9

Off-Campus Living Status
Living Alone
With Roommate
With Parents/Relatives
With Spouse
With Spouse &/or Children
Missing Cases

11
8
2
6
25
6

10.2
7.4
48.1
5.6
23.1
5.6

Travel Distance to School
3 Miles or Less
4 - 10 Miles
1 1 -2 0 Miles
21-30 Miles
31 Miles or More
Missing Cases

15
33
27
12
18
3

13.9
30.6
25.0
11.1
16.7
2.8

20
87
1

18.5
80.6
0.9

47

43.5

57
4

52.8
3.7

School Attendance
Attended Other Colleges
Did Not Attend Other Colleges
Missing Cases
Attended Continuously Since
High-School Completion
Did Not Attend Continuously Since
High-Schooi Completion
Missing Cases
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Table 6—Continued.
Category

N

%

Reasons for Part-time Status
(a) Courses Wanted Not Offered:
Great Importance
Substantial Importance
Missing Cases

12
13
83

11.1
12.0
76.9

(b) Work-Related Reasons
Great Importance
Substantial Importance
Missing Cases

34
10
64

31.5
9.3
59.3

(c) Children-Related Reasons
Great Importance
Substantial Importance
Missing Cases

20
6
82

18.5
5.6
75.9

(d) Risk to Grades Reasons
Great Importance
Substantial Importance
Missing Cases

20
22
66

18.5
20.4
61.1

(e) Heavier Load Not Affordable
Great Importance
Substantial Importance
Missing Cases

25
20
63

23.1
18.5
58.3

(f) Happy With Course Load
Great Importance
Substantial Importance
Missing Cases

15
24
69

13.9
22.2
63.9

Note. N = 108.
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Table 7
Secondary Education o f Students

Category

N

%

Secondarv Education Background
High-School Graduate
GED Graduate
Missing Cases

98
9
1

90.7
8.3
.9

GPA
< 2.0
2.0
2.5
3.0
3.5
4.0
Missing Cases

8
9
32
27
25
3
4

7.4
8.3
29.6
25.0
23.1
2.8
3.7

Note. N = 108.

Comparisons Between Traditional and Non-traditional Students
Of traditional students, 58.8% and 72.5% of non-traditional students were
female, and 36.8% of traditional and 27.5% of non-traditional students were males.
Moreover, 77.9% of traditional and 87.5% of non-traditional students were White. Of
traditional students 10.3% and 7.5% of non-traditional students were Black. Other
students were represented by 7.5% and 5.0% for traditional and non-traditional
students. Only 2.9% of traditional were married as were 57.5% of non-traditional
students. For traditional students, 91.1% were single, and 15% for non-traditional
students. Only 5.0% of non-traditional students were legally separated, whereas 20%
of them were divorced. These data are summarized in Table 9. Of traditional students.
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Table 8
Financial Background o f Students

Category

N

%

Major Source of Funds for College
Earnings/Savings
34
Parents
19
Spouse
2
Employer Support
4
Financial Aid
34
Loans (Banks)
7
VA Benefits
3
Others
3
Missing Cases
2

31.5
17.6
1.9
3.7
31.5
6.5
2.8
2.8
1.9

Financial Aid
Receiving
Not Receiving
Missing Cases

55
47
6

50.9
43.5
5.6

Types of Financial Aid"
Scholarships
Pell Grants
NSEOGb
IEOGc
Missing Cases

57
31
8
1
11

52.8
28.7
7.4
.9
10.2

Employment
Currently Working
Currently Not Working
Missing Cases

88
19
1

81.5
17.6
.9

Place of Employment
On-Campus
Off-Campus
Missing Cases

3
85
20

2.8
78.7
18.5
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Table 8-Continued.
Category

N

%

Number of Work-Hours
1 - 19 Hours Per Week
20 - 34 Hours Per Week
35 > Hours Per Week
Missing Cases

16
32
38
22

14.8
29.6
35.2
20.4

Note. N = 108.
1% does not add to 100% due to type of responses.
bNSEOG = National Supplemental Education Opportunity Grant.
c IEOG = Indiana Educational Opportunity Grant.

Table 9
Demographic Background o f Traditional/Non-traditional Students
Traditional
(N = 68)

Non-traditional
(N = 40)
%

Category

N

Gender
Male
Female
Missing Cases

25
40
3

36.8
58.8
4.4

11
29
0

27.5
72.5
0.0

Race
White
Black
Other1
Missing Cases

53
7
5
3

77.9
10.3
7.4
4.4

35
3
2
0

87.5
7.5
5.0
0.0

Marital Status
Single
Married
Legally Separated
Divorced
Widowed
Missing Cases

62
2
0
0
0
4

91.2
2.9
0.0
0.0
0.0
5.9

6
23
2
8
I
0

15.0
57.5
5.0
20.0
2.5
0.0

N

“Asian, Pacific Islander, Hispanic, and Native-American.
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2.9% had spouses who were neither part-time nor full-time students as were 55% of
non-traditional students. Three percent of traditional students reported that their
spouses worked full-time, as did 57.5% for non-traditional student. For traditional
students, 30.8% had mothers whose primary occupation was homemaker and 16.2% of
their mothers were clerical workers.
For non-traditional students, 37.5% of their mothers' primary occupation was
homemaker and 17.5% of their mothers were laborers. For traditional students, 29.4%
had fathers whose primary occupation was manager/public official/business owner,
22% had fathers with professional/technical occupations, and 10.3% were craftsmen
(semi-skilled).
For non-traditional students, 25% had fathers whose primary occupation was
laborer, 17.5% were manager/public official/business owner, and 17.5% had fathers
with professional/technical occupations. For traditional students, 39.7% of their
mothers had completed high school as had 45.% of the mothers of non-traditional
students. According to the responses, 35.3% of traditional students had mothers with
some college education, whereas only 10.0% of non-traditional students’ mothers has
the same level of education.
For traditional students, 29.4% had fathers who had completed high school as
had 37.5% for non-traditional students. For traditional students 30.9% had fathers
with some college education and only 10.0% for non-traditional students. Among
traditional students, 80% of their children were in the 1-5 years age category, and 20%
of children were in the 6-11 years age category.

Among non-traditional students,
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18.5% of their children were in the 1-5 years age category, 30.7% were in the 6-11
years age category, 23% in the 12-14 years age category, 18.5% in the 15-18 years age
category, and 9.2% were in the 19 years and older age category. These data are
summarized in Table 10.
Of traditional students, 2.9% had spouses who were neither part-time nor full
time students as were 55% of non-traditional students. Three percent of traditional
students reported that their spouses worked full-time, as did 57.5% for non-traditional
student. For traditional students, 30.8% had mothers whose primary occupation was
homemaker 16.2% of their mothers were clerical workers, and for non-traditional
students 37.5% of their mothers were homemakers and 17.5% were laborers. For
traditional students, 23.5% traveled to school 4-10 miles and 23.5% traveled 11-20
miles. For non-traditional students, 37.5% and 27.5% traveled to school 4-10 miles
and 11-20 miles. The percentages for traditional and non-traditional stop-out students
were 92.6% and 92.5% respectively, the percentages for traditional transfer students
were 89.7%, and the percentage for non-traditional students was 77.5%.
For traditional students, 23.5% indicated a 3.5 - 4.0 GPA, and 30.9% indicated
a 3.0 - 3.49 GPA. For non-traditional students, 47.5% indicated a 3.5 - 4.0 GPA, and
35.0% indicated a 3.0 - 3.49 GPA. In regard to fields of study, for traditional students
36.8% indicated “other” as their chosen field of study, while 23.5% chose education.
For non-traditional students, 32.5% chose business as their field of study, while 25.0%
indicated education, and “other” also by 25.0%. In response to highest academic
degree expected, for traditional students 51.5% indicated bachelor degree, and 22%
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Table 10
Family Background of Traditional/Non-traditional Students
Traditional
(N = 68)

Non-traditional
(N = 40)

Category

N

%

Spouse’s Academic Status
Part-time Student
Full-time Student
Neither PT/FT Student
Missing Cases

0
0
2
66

0.0
0.0
2.9
97.1

I
2
22
15

2.5
5.0
55.0
37.5

SDouse’s EmDlovment Status
Part-time W orker
Full-time W orker
Missing Cases

0
2
66

0.0
2.9
97.1

1
23
16

2.5
57.5
40.0

8

11.8

2

5.0

6
11
2
0
7
1
2
0
0
21
2
8

8.8
16.2
2.9
0.0
10.3
1.5
2.9

5.0
12.5
0.0
5.0
10.0
5.0
17.5

30.9
2.9
11.8

2
5
0
2
4
2
7
0
0
15
0
1

37.5
0.0
2.5

15

22.1

7

17.5

20
2
3

29.4
2.9
4.4

7
0
I

17.5
0.0
2.5

Parents’ OccuDation
Mother:
Professional/Technical
Manager/Public Official/
Business Owner
Clerical
Retail Sales
Craftsman (skilled)
Craftsman (semi-skilled)
Service W orker
Laborer
Farmer
Military
Homemaker
Not Employed
Missing Cases
Father:
Professional/Technical
Manager/Public Official/
Business Owner
Clerical
Retail Sales

N

7c
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Table 10—Continued.
Traditional
(yV = 68)
Category

N

Non-traditional
(yV = 40)
%

/V

7c

7.5
15.0
25.0
5.0
2.5
0.0
2.5
5.0

Craftsman (skilled)
Craftsman (semi-skilled)
Service Worker
Laborer
Farmer
Military
Homemaker
Not Employed
Missing Cases

3
7
0
6
I
2
2
1
6

4.4
10.3
8.8
1.5
2.9
2.9
1.5
8.8

j
6
0
10
2
I
0
I
2

Parents’ Education
Mother:
Completed Elem. School
Some High School
Completed High School
Some College
Completed College
Graduate School
Missing Cases

2
4
27
24
3
3
5

2.9
5.9
39.7
35.3
4.4
4.4
7.4

4
9
18
4
4
1
0

10.0
22.5
45.0
10.0
10.0
2.5
0.0

Father:
Completed Elem. School
Some High School
Completed High School
Some College
Completed College
Graduate School
Missing Cases

2
4
20
21
12
4
5

2.9
5.9
29.4
30.9
17.6
5.9
7.4

6
10
15
4
4
I
0

15.0
25.0
37.5
10.0
10.0
2.5
0.0

Ages o f Dependent Children (shown in number o f children per age category)
4
80.0
12
1-5 Years
20
6-11 Years
1
20.0
12-14 Years
0
0.0
15
0.0
12
15-18 Years
0
0.0
6
19 Years and Older
0
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30.8
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indicated an MA or MS degree. For non-traditional students, 47.5% indicated bachelor
degree, and 40.0% indicated MA or MS degree.
Regarding the number of “credits currently taking” at time of the study, 42.6%
of traditional students were taking 7-12 credits, whereas 52.5% of non-traditional
students were taking 3-6 credits. About their “credit load status” for traditional
students, 60.3% indicated full-time status, and 27.9% indicated part-time status. For
non-traditional students, 72.5% indicated part-time status, and 25.0% indicated full
time status. Students chose by order of importance the “three most important reasons

^

for part-time status.” For traditional students, 13.3% indicated work-related reasons,
7.3% indicated heavier load not affordable, and 5.8% indicated risk to grades as having
very great importance. For non-traditional students, 42.5% indicated work related
reasons, 30% indicated children-related reasons, and 17.5% indicated risk to grades as
having very great importance.
Sample respondents were asked to indicate if they had applied for admission to
other than their current school. For traditional students, 50% answered yes, as did
22.5% of non-traditional students. Both traditional and non-traditional students
indicated by rank order of choice that their current school was their first and second
choice. For traditional students, 26.5% answered yes, and 22.5% of non-traditional
students answered yes to the first choice question. For the second choice question,
traditional students by 23.5%, and non-traditional students by 10% also answered yes.
These data are summarized on Table 11.
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Table 11
Campus Life of Traditional/Non-traditional Students
Traditional
(N = 68)
Category

Non-traditional
(N = 40)

N

\r

?<

Academic Status
Freshman 24 Credits or <
Freshman 25 Credits or >
Missing Cases

63
2
3

92.6
2.9
4.4

40
0
0

100.0
0.0
0.0

Present Living Arrangements
Living On Campus
Living O ff Campus Alone
With Roommate
With Parents/Relatives
With Spouse
With Spouse &/or Children
Other
Missing Cases

1
2
6
51
2
0
1
5

1.5
2.9
8.8
75.0
2.9
0.0
1.5
7.4

0
7
2
1
3
22
2
3

0.0
17.5
5.0
2.5
7.5
55.0
5.0
7.5

Housing Status
Living On-Campus
Living Off-Campus
Missing Cases

I
62
5

1.5
91.2
7.4

0
40
0

0.0
100.0
0.0

Travel Distance to School
3 Miles o r less
4-10 Miles
11-20 Miles
21-30 Miles
31 Miles or More
Missing Cases

13
16
16
7
10
6

19.1
23.5
23.5
10.3
14.7
8.8

2
15
11
5
7
0

5.0
37.5
27.5
12.5
17.5
0.0

61
7
63
5

89.7
10.3
92.6
7.4

31
9
37
3

77.5
22.5
92.5
7.5

School Attendance
Transferred Student
Missing Cases
Stop-out Student
Missing Cases
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Table 11—Continued.
Traditional
(/V = 68)
Category

N

Non-traditional
(.'V = 40)

%

V

%

Expected GPA at Semester End
3.5 -4 .0
16
3 .0 -3 .4 9
21
2.5 - 2.99
13
2.0 - 2.49
10
2
1.5 - 1.99
Missing Cases
6

23.5
30.9
19.1
14.7
2.9
8.8

19
14
5
1
0
1

47.5
35.0
12.5
2.5
0.0
2.5

Field of Studv
Behavioral Sciences
Education
Pure Sciences
Humanities
Business
Other
Missing Cases

10.3
23.5
2.9
1.5
17.6
36.8
7.4

5
10
2
0
13
10
0

12.5
25.0
5.0
0.0
32.5
25.0
0.0

51.5
22.1
11.8
5.9
0.0
8.8

19
16
1
2
I
I

47.5
40.0
2.5
5.0
2.5
2.5

7
16
2
1
12
25
5

Highest Academic Degree Expected
Bachelor Degree
35
15
MA, MS
PhD. EdD
8
4
MD. DDS, JD
Degree Not Expected
0
Missing Cases
6
Credits Currently Taking
3 -6
7 - 12
13 - 18
Missing Cases

9
29
22
8

13.2
42.6
32.4
11.8

21
13
6
0

52.5
32.5
15.0
0.0

Credit Load Status
Full-time
Part-time
Missing Cases

41
19
8

60.3
27.9
11.8

10
29
I

25.0
72.5
2.5
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Table 11--Continued.
Traditional
(N = 68)
Category

N

Non-traditional
(N = 40)

%

N

%

Most Important Reasons
for Part-time Status
(a) Classes Wanted Not Offered:
Very Great Importance
2
Substantial Importance
4
Some Importance
2
Missing Cases
60

2.9
5.9
2.9
88.2

2
3
3
32

5.0
7.5
7.5
80.0

(b) Work-Related Reasons
Very Great Importance
Substantial Importance
Some Importance
Missing Cases

9
3
1
55

13.2
4.4
1.5
80.9

17
4
3
16

42.5
10.0
7.5
40.0

(c) Children-Related Reasons
Very Great Importance
Substantial Importance
Some Importance
Missing Cases

2
I
0
65

2.9
1.5
0.0
95.6

12
5
4
19

30.0
12.5
10.0
47.5

(d) Risk-to-Grades Reasons
Very Great Importance
Substantial Importance
Some Importance
Missing Cases

4
4
4
56

5.9
5.9
5.9
82.4

7
5
6
22

17.5
12.5
15.0
55.0

(e) Heavier Load Not Affordable
Very Great Importance
5
Substantial Importance
3
Some importance
3
Missing Cases
57

7.4
4.4
4.4
83.8

7
10
4
19

17.5
25.0
10.0
47.5

4.4
5.9

4
4

10.0
10.0

(f) Happy With Course Load
Very Great Importance
Substantial Importance

3
4
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Table 11—Continued.
Traditional
(N = 68)

Non-traditional
(;V = 40)

N

%

2
59

2.9
86.8

4
24

10.0
60.0

Applied to Other Than
Current School
Yes
No
Missing Cases

34
30
4

50.0
44.1
5.9

9
31
0

22.5
77.5
0.0

Current School W as:
l sl Choice
2nd Choice
3rd Choice
4th Choice
Missing Cases

18
16
6
3
25

26.5
23.5
8.8
4.4
36.8

9
4
1
1
25

22.5
10.0
2.5
2.5
62.5

Category

Some Importance
Missing Cases

N

%

Regarding whether “currently working,” 82.4% of traditional students and
77.5% non-traditional students said yes. For traditional students. 79.4% indicated they
were working off campus, and 75% of non-traditional students also indicated this. For
traditional students, 36.8% said they worked 20-34 hours per week, whereas 12.5% of
non-traditional students indicated the same number of work hours per week. For
traditional students, 22% worked 35 or more hours per week, as did 55% of nontraditional students. These data are summarized in Table 12.
Regarding the three major sources of money for college expenses, for traditional
students 29.4% indicated earnings/savings, 36.8% indicated earnings/savings, and also
23.5% indicated parents as their first, second, and third choices. For non-traditional
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students 35% indicated earnings/savings, 22.5% indicated spouse, and also 22.5%
indicated earnings/savings as their first, second, and third choices. These data are
summarized on Table 13.

Table 12

Employment of Traditioncil/Non-traditional Students
Traditional
(N = 68)

Non-traditional
(N = 40)

Category

N

%

,v

%

Emplovment Status
Currently Working
Currently Not Working
Missing Cases

56
8
4

82.4
11.8
5.9

31
9
0

77.5
22.5
0.0

Place o f Emplovment
On-Campus
Off-Campus
Missing Cases

2
54
9

2.9
19 A
13.2

1
30
9

2.5
75.0
22.5

Work Hours per Week
L - 19
2 0 -3 4
35 o r >
Missing Cases

14
25
15
14

20.6
36.8
22.1
20.6

4
5
22
9

10.0
12.5
55.0
22.5

For traditional students 22% indicated very true, and 13.2% indicated fairly true
to the question of whether without financial aid they were unable to attend school, and
33.8% indicated that financial repayment interfered with school performance. For nontraditional students 47.5% indicated that without financial aid they were unable to
attend school, and 57.5% indicated that financial aid regulations interfered with school
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Table 13
Sources of Funds for College of Traditional/Non-traditional Students Ranked by
lst-3rd Choice
Category

2nd Choice

1“ Choice

N

%

N

3rd Choice

%

.V

%

36.8
14.7
1.5
0.0
10.3
13.2
0.0
1.5
22.1

7
16
j
0
6
5
0
1
30

10.3
23.5
4.4
0.0
8.8
7.4
0.0
1.5
44.1

9
2
5
1
2
j
0
1
17

22.5
5.0
12.5
2.5
5.0
7.5
0.0
2.5
42.5

Traditional Students (.V = 68)
Earnings/Savings
Parents
Spouse
Employer Support
Financial Aid
Loans(Banks)
VA Benefits
Others
Missing Cases

20
19
0
0
18
3
1
2
5

29.4
27.9
0.0
0.0
26.5
4.4
1.5
2.9
7.4

25
10
1
0
7
9
0
I
15

Non-Traditional Students (N = 40)
Earnings/Savings
Parents
Spouse
Employer Support
Financial Aid
Loans(Banks)
VA Benefits
Others
Missing Cases

14
0
2
3
14
4
2
1
0

35.0
0.0
5.0
7.5
35.0
10.0
5.0
2.5
0.0

8
0
9
4
7
8
0
0
4

20.0
0.0
22.5
10.0
17.5
20.0
0.0
0.0
10.0

performance. These data are summarized on Table 14.
In summary, similarities and differences were found among traditional and nontraditional students. Regarding similarities, traditional and non-traditional students
were predominantly female (58.8% and 72.5%) and White students (77.9% and
87.5%). Their parents had completed high school (mother: 39.7% and 45%). Both
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Table 14
Effects of Financial Aid on College Attendance o f Traditional and
Non-traditional Students
Very True

Category

N

Not True
%

N

Traditional Students (N = 68)
Wavs of FA Reception Affecting
School Attendance
(a) Without financial assistance, I
would be unable to attend school.
(b) Provisions under which I receive
assistance interfere with my academic
program.
(c) I’m concerned about repayment
o f the assistance but will not
interfere with my attending college.
(d) I’m concerned about repayment
of the assistance and this may
interfere with my attending college.
Missing Cases

15

22.1

8.8

3

4.4

23

33.8

3

4.4

17

25.0

5

7.4

19

27.9

42

61.8

Non-Traditional Students (N = 40)
Wavs o f FA Reception Affecting
School Attendance
(a) Without financial assistance, I
would be unable to attend school.
19
47.5
(b) Provisions under which I receive
assistance interfere with my
academic program.
2
5.0
(c) I’m concerned about repayment
o f the assistance but will not
interfere with my attending college.
3
7.5
(d) I’m concerned about repayment
of the assistance and this may interfere
with my attending college.
5
12.5
Missing Cases

6

11

27.5

4.4

10.0

57.5

12

30.0

1

2.5

0

0.0
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student groups lived off campus (91.1% and 100%), commuted to class between 4-20
miles one way (47.1% and 65%), and worked more than 20 hours per week (58.7%
and 67.5%). Both student groups were predominantly stop-out students (92.6% and
92.5%), and had high GPA expectations (54.3% and 82.5%). Both groups indicated
they did not carry a heavier class load because of work-related reasons (13.2% and
42.5%).
However, important differences were found between the two student groups.
Traditional students were predominantly single (91.2%), living at home with their
parents and/or relatives (75%). Their fathers were mostly professionals/public officials
or business owners (22% and 29.4%), and these students indicated that their field of
study was something other than business and/or education (60.2%). Additionally,
traditional students aspired mostly to a bachelor degree (51.4%) which they pursued on
a full-time basis (60.2%), and for which they paid for with funds from either
earnings/savings and/or with funds from their parents (29.4% and 27.9%).
Non-traditional students mostly were married or divorced (57.5% and 20%).
living with their spouses and/or their children (55%). Their fathers mostly were
professionally/technically and/or employed in business (35%), and were laborer (25%)
workers. Non-traditional students majored in business (32.5%), education (25%), and
‘other’ majors (25%) on a part-time basis (72.5%), and had aspirations to a BA and
MA/MS degree (47.5% and 40%). They paid their school tuition with funds from their
earnings/savings or with funds from financial aid (35% and 35%), which for these
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students was more important than for traditional students regarding their school
attendance (47.5 %).

Analysis and Results of Hypotheses Testing
Null Hypothesis 1
Null Hypothesis 1: There is no relationship between student persistence/attrition
and the following student characteristics: academic status, commuting miles, gender,
financial repayment interference, financial aid receiving, living arrangements, marital
status, have children, child care satisfaction, work fo r pay, and work on/off campus.

Chi-square was used to test if the two variables were independent. Statistical
significance was set at alpha = 0.05.

Academic Status: Full-Time or Part-Time
The results of the chi-square test indicated that there was no significant
relationship between student persistence/attrition and academic status with chi-square at
.11538 and p = .734. Therefore, Null Hypothesis 1 for these two variables was
retained. These data are summarized in Table 15.

Commuting Miles
The results of the chi-square test indicated a significant relationship between
student persistence/attrition and commuting miles with chi-square at 12.62736 and
p = .013. Therefore, Null Hypothesis I for these two variables was rejected because

the probability .013 is less than the alpha .05. More persister students were in the 4-10
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and the 11-20 miles category while more non-persister students were in the < 3 . These
data are summarized in Table 16.

Table 15
Null Hypothesis I: Academic Status
Category

Full-Time
Part-Time
Total

Persisters

Non-Persisters

N

%

N

34
33
67

50.7
49.3
100.0

19
16
35

%
54.3
45.7
100.0

Note. N = 102; Chi-square = .11538; d f= U p = .734.

Table 16
Null Hypothesis 1: Commuting Miles
Category

< 3 miles
4-10 miles
11-20 miles
21-30 miles
>31 miles
Total

Non-Persisters

Persisters
N

%

N

4
24
21
8
12
69

5.8
34.8
30.4
11.6
17.4
1 00.0

11
9
6
4
6
36

Note. N = 105; Chi-square = 12.62736; d f = 4; p = .013.
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30.5
25.0
16.7
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119
Gender
The results of the chi-square test indicated that there is no significant
relationship between student persistence/attrition and gender with chi-square at 3.41301
and p = .064. Therefore, Null Hypothesis 1 for these two variables was retained. The
chi-square results indicated that the scores of the two variables, student
persistence/attrition and gender, are not significantly related to each other. These data
are summarized in Table 17.

Table 17
Null Hypothesis I: Gender
Category

Persisters
N

Male
Female
Total

20
51
71

Non-Persisters
%
28.2
71.8
100.0

N
17
20
37

%
45.9
54.1
100.0

Note. N =108; Chi-square = 3.41301; d f — 1; p = .065.

Financial Repayment Interference
The results of the chi-square test indicated that there is a significant relationship
between student persistence/attrition and concern about assistance repayment interfering
with college attendance (option d) with chi-square at 5.36282 and p = .021.
Therefore, Null Hypothesis 1 for these two variables was rejected. More non-persisters
(45.5%) were concerned about their financial aid repayment interfering with their
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ability to attend college than persisters (17.1 %). This means that for non-persisting
students the method of financial assistant repayment affected their academic persistence,
whereas, for persisters it did not. However, when these results are considered in the
context o f N = 108, and that only 10 non-persisters students chose the “very true”
answer to option response “d,” in this context. Financial repayment interference did not
affect academic persistence.
No significant difference was found for option responses “a," Chi-square =
.16432 and p = .685; “b ,” Chi-square = 2.48889 and p = .114; and “c." Chi-square
= 1.73078 andp = .188. In regard to option “a” : “Without financial assistance I
would be unable to attend school," a larger percentage (85.7%) of non-persisting
students chose the very true option response. In regard to option “b": "The provisions
under which I receive financial aid interfere with my academic program.” a larger
percentage (91.4%) of persisting students chose the not true response option. Lastly, in
regard to option “c” : “I’m concerned about repayment of the assistance but will not
interfere with my attending college.” Also, a larger percentage (60%) of non-persisting
students chose the very true option response. The reason for using only the two
extreme responses to this response option (very true; fairly true; not true) in the
questionnaire is that the two extreme response options yielded the best and more precise
indication of the student responses. These data are summarized in Table 18.

Receiving Financial Aid
The results of the chi-square test indicated that there is no significant
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Table 18
Null Hypothesis 1: Financial Aid Repayment Interference

Category

Very True
N

Not True
%

N

%

a. Without financial aid I would be unable to attend school.
Persister
Non-Persister

31
18

81.6
85.7

7
3

18.4
14.3

Chi-square = .16432; d f = 1; p = .685
b. Provisions under which I receive financial aid interfere
with my academic program.
Persister
Non-Persister

3
5

8.6
23.8

32
16

91.4
76.2

Chi-square = 2.48889; d f = 1: p = .114
c. I’m concerned about repayment of the financial aid
but will not interfere with my attending college.
Persister
Non-Persister

15
12

41.7
60.0

21
8

58.3
40.0

Chi-square = 1.73078; d f = 1; p = .188
d. I’m concerned about repayment of the financial aid
and this may interfere with my attending college.
Persister
Non-Persister

6
10

17.1
45.5

29
12

Chi-square = 5.36282; d f = 1; p = .021
Note. N =108.
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relationship between student persistence/attrition and students receiving financial aid
with a chi-square at .13328 and p = .715. This indicated that the two variables, student
persistence/attrition and receiving financial aid, are not related, and that no significant
relationship existed between them. Therefore, Null Hypothesis 1 for these two variables
was retained. These data are summarized in Table 19.

Table 19
Null Hypothesis 1: Receiving Financial Aid
Category

Persister
Non-Persister

No

Yes
N

%

N

%

37
18

55.2
51.4

30
17

44.8
48.6

Note. N =102; Chi-square = .13328; d f = 1; p = .715.

Living Arrangements
The results of the chi-square test indicated a significant relationship between
student persistence/attrition and living arrangements with chi-square at 12.60802 and
p = .013. Therefore, Null Hypothesis 1 for these two variables was rejected. Chisquare results indicated that the scores of the two variable, student persistence/attrition
and living arrangements were related to each other. Proportionally, more persisters
lived with parents or other relatives than did non-persisters. However, a larger
proportion of non-persisters lived off campus with roommate (s) in apartment or house
than did persisters. These data are summarized in Table 20.
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Table 20
Null Hypothesis 1: Living Arrangements
Category

Persisters
N

Non-Persisters
%

N

(N = 67)

%
(N = 36)

3. Living off campus alone in
room, apartment, or house

6

9.0

5

13.9

4. Living off campus with
roommate(s) in apartment
or house

1

1.5

7

19.4

5. Living with parents or
other relatives

38

56.7

14

38.9

6. Living off campus with
spouse

5

7.5

1

2.8

7. Living off-campus with
spouse and/or children

17

25.4

9

25.0

Note. N =103; Chi-square = 12.60802; d f = 4; p = .0013.

Reproduced with permission o f the copyright owner. Further reproduction prohibited without permission.

124
Marital Status
The results of the chi-quare test indicated that there is no significant relationship
between student persistence/attrition and marital status with chi-square at 1.58665 and p
= .460. Therefore, Null Hypothesis 1 for these two variables was retained. These
data are summarized in Table 21.

Having Children
The chi-square test results indicated that there is no significant relationship
between student persistence/attrition and having children with chi-square at .00884 and
p = .925. Therefore, Null Hypothesis 1 for these two variables was retained. These
data are summarized in Table 22.

Child Care Satisfaction
The data indicated that there is no significant relationship between student
persistence/attrition and child care satisfaction with chi-square at 2.44741 and p =
.294. Therefore, Null Hypothesis 1 for these two variables was retained. These data
are summarized in Table 23.

Work for Pay
The chi-square test results indicated that there is no significant relationship
between student persistence/attrition and work for pay with chi-square at .05228 and
p = .819. Therefore, Null Hypothesis 1 for these two variables was retained. The chisquare results indicated that the scores of the two variables, student persistence/attrition
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Table 21
Null Hypothesis 1: Marital Status

Category

%

N

Persister
Non-Persister

Others

Married

27.5
18.9

19
7

Single*

N

%

N

%

8
3

11.6
8.1

42

60.9

27

73.0

Note. N =106; Chi-square = 1.55324; d f = 2; p = .460.

* Legally separated, divorced, and widowed.

Table 22
Null Hypothesis I: Having Children

Category

Yes
N

Persister
Non-Persister

23
12

No
%

N

%

33.3
32.4

46
25

66.7
67.6

Note. N = 106; Chi-square = .00884; d f = 1; p = .925.

Table 23
Null Hypothesis I: Child Care Satisfaction

Category

Very
Satisfied
N

Persister
Non Persister

14
7

Somewhat
Satisfied
%

N

77.8
70.0

2
3

Somewhat
Dissatisfied

Verv
Dissatisfied

%

N

%

11.1
30.0

2

11.1
0.0

0

Note. N = 28; Chi-square = 2.44741; d f — 2; p = .294.
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N

0
0

%

0
0

and work for pay, are not related to each other. These data are summarized in Table
24.

Table 24
Null Hypothesis 1: Work fo r Pay
No

Yes
Category

N

%

N

%

Persister
Non-Persister

58
30

82.9
81.1

12
7

17.1
18.9

Note. N = 107; Chi-square = .05228; d f = I; p = .819.

Work On/Off Campus
The data indicated that there is no significant relationship between student
persistence/attrition and work on/off campus with chi-square at .00488 and p = .944.
Therefore, Null Hypothesis 1 for these two variables was retained. The chi-square
results indicated that the scores of the two variables, student persistence/attrition and
work on/off campus, are not related to each other. These data are summarized in Table
25.

Summary
Certain student background variables were related to persistence/attrition. Three
o f the 12 variables were related to persistence/attrition, namely, commuting miles,
living arrangements, and financial repayment interference (option “d ”). In regard to
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Table 25
Null Hypothesis 1: Work on/off Campus

Category

Persister
Non-Persister

On Campus

Off Campus

N

%

N

%

2
1

3.5
3.2

55
30

96.5
96.8

Note. N =88; Chi-square = .00488; d f = I ; p = .944.

commuting miles, more persister students had longer commutes than did non-persister
students, but for very long commutes they were the same. In regard to living
arrangements, more persisting students lived with their parents than did non-persisting
students. More non-persisting students lived off campus with a roommate(s) in an
apartment or house. In regard to financial aid repayment interference, this was true
only for option “d .” These data are summarized in Table 26.

Null Hypothesis 2
Null Hypothesis 2: There is no difference between the mean scores o f students
who entered as freshman, transferred from another school, or returned after stopping
out o f college on the five integration scales: Peer Group Interaction Scale, Interactions
With Faculty Scale, Faculty Concern fo r Student Development and Teaching Scale,
Academic and Intellectual Development Scale, and Institutional and Goal Commitment
Scale.
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Table 26
Chi-square fo r Hypothesis 1: Background Characteristics
& Student Persistence
Student Characteristics

N

df

Chi-square

P

Academic Status: F/T or P/T
Commuting Miles
Gender
Financial Repayment Interference:
“a”
“b”
“c”
“d”
Receiving Financial Aid
Living Arrangements
Marital Status
Have Children
Child Care Satisfaction
Work for Pay
Work On/Off Campus

102
105
108

1
4
I

.11538
12.62736
3.41301

.734
.013*
.065

59
56
56
57
102
103
106
106
28
107
88

1
1
1
1
1
4
2
1
2
1
1

. 16432
2.48889
1.73078
5.36282
.13328
12.60802
1.58665
.00884
2.44741
.05228
.00488

.685
.114
.188
.021*
.715
.013*
.460
.925
.294
.819
.944

Note. N = 108; Non-persisting students = 37 (34.3%); Persisting students = 71
(65.7%). Number of actual cases varies from variable to variable depending upon
missing data.
* Significant with p < .05.
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Peer Group Interaction Scale
One-way analysis of variance was used to test for significant differences among
those who entered as freshmen, those who transferred from another school, or those
who returned after “stopping out” of college on the Peer Group Interaction Scale. The
transfer students’ mean score was the highest (3.34) followed by the stop-out
students’ mean score (3.26), and the freshman students’ mean score (2.86). The
analysis of variance results for the Peer-Group Interaction Scale of the freshman,
transferred from another school, or returned after “stopping out” of college indicated
an F-ratio of 1.924 with 2 and 104 degrees of freedom and a probability of . 151. This
showed that there were no significant differences between the entering freshmen, those
who transferred from another school, or those who returned after "stopping out” of
college on the Peer-Group Interaction Scale. Therefore, Null Hypothesis 2 for the Peer
Group Interaction Scale was retained.

Interaction With Faculty Scale
One-way analysis of variance was used to test for significant differences among
freshman students, students who transferred from another school, or students who
returned after “stopping out” of college on the Interaction With Faculty Scale. The
transferred students’ mean score was the highest (3.60) followed by the stop-out
students’ mean score (3.18) and the freshman students’ mean score (3.01). The
analysis of variance results for the Interaction With Faculty Scale of the entering
freshmen, those who transferred from another school, or those who returned after
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“stopping out” of college indicated an F-ratio of 1.366 with 2 and 104 degrees of
freedom and a probability of .260. This showed no significant difference among the
entering freshmen, those who transferred from another school, or those who returned
after “stopping out” of college on the Interaction With Faculty Scale. Therefore, Null
Hypothesis 2 for the Interaction With Faculty Scale was retained.

Faculty Concern for Student Development
and Teaching Scale
One-way analysis of variance was used to test for significant differences among
freshmen students, those who transferred from another school, or those who returned
after “stopping out” of college on the Faculty Concern for Student Development and
Teaching Scale. The stop-out students mean score was the highest (3.52) followed by
the transferred students’ mean score (3.48) and the freshman students’ mean score
(3.37). The analysis of variance results for the Faculty Concern for Student
Development and Teaching Scale of the freshmen students, students who transferred
from another school, or students who returned after “stopping out” of college indicated
an F-ratio of .292 with 2 and 104 degrees of freedom and a probability of .747. This
showed no significant difference among the freshmen students, those who transferred
from another school, or those who returned after “stopping out” of college on the
Faculty Concern for Student Development and Teaching Scale. Therefore. Null
Hypothesis 2 for the Faculty Concern for Student Development and Teaching Scale was
retained.
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Academic and Intellectual Development Scale
One-way analysis of variance was used to test for significant differences among
freshmen students, those who transferred from another school, or those who returned
after “stopping out” of college on the Academic and Intellectual Development Scale.
The freshman students’ mean score was the highest (3.78) followed by the transferred
students’ mean score (3.71) and the stop-out students’ mean score (3.57). The
analysis of variance results for the Academic and Intellectual Development Scale of the
freshmen students, those who transferred from another school, or those who returned
after “stopping out” of college indicated an F-ratio of .864 with 2 and 104 degrees of
freedom and a probability of .425. This showed that there was no significant difference
among the freshmen students, those who transferred from another school, or those who
returned after “stopping out” of college on the Academic and Intellectual Development
Scale. Therefore, Null Hypothesis 2 for the Academic and Intellectual Development
Scale was retained.

Institutional and Goal Commitment Scale
One-way analysis of variance was used to test for significant differences among
freshmen students, those who transferred from another school, or those who returned
after “stopping out” of college on the Institutional and Goal Commitment Scale. The
freshman students’ mean score was the highest (4.68) followed by the transferred
students’ mean score (4.38) and the stop-out students’ mean score (4.20). The
analysis of variance results for the Institutional and Goal Commitment Scale of the
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freshman students, those who transferred from another school, or those who returned
after “stopping out” of college indicated an F-ratio of 4.833 with 2 and 104 degrees of
freedom and a probability of .010. This showed that there were significant differences
among the freshmen students, those who transferred from another school, or those who
returned after “stopping out” of college on the Institutional and Goal Commitment
Scale. Therefore, Null Hypothesis 2 for the Institutional and Goal Commitment Scale
was rejected. The results of the post hoc Student-Newman-Keuls test for the variable
Institutional and Goal Commitment (INSGOCOM) by variable student type, with a
significance level of .05, indicated that freshmen students were significantly different
than stop-out and transfer students. Freshmen students showed higher institutional and
goal commitments than did stop-out or transfer students. No differences were found
between stop-out and transfer students. These data are summarized in Tables 27 and 28.

Table 27
Student-Newman-Keuls Test With Significance Level .050
Mean

Student type

4.2026
4.3800
4.6795

Group 3
Group 2
Group I*

* Indicates significant differences.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

133
Table 28
Cell Means-Anova fo r Hypothesis 2: Student Type

Category

Transfer

M
SD
(N = 13)

M
SD
(N = 5)

2.86
3.01
3.37
3.78
4.68

3.34
3.60
3.48
3.71
4.38

.92
.54
.66
.43
.37

.55
.77
.50
.98
.38

Stop-out
SD
II

PEERGRP
INTFAC
FACCONC
ACINTDEL
INSGOCOM

Freshman

3.26
3.18
3.52
3.56
4.20

df

F

P

1.924
1.366
.292
.864
4.833

.151
.260
.747
.425
.009:

89)

.68
.68
.69
.57
.54

2,104
2,104
2,104
2.104
2,104

Note. N = 107; Missing cases = 1 (.9%). PEERGRP = Peer-Groups Interactions
Scale; INTFAC = Interactions with Faculty Scale; FACCONC = Faculty Concern for
Student Development and Teaching Scale; ACINTDEL = Academic and Intellectual
Development Scale; INSGOCOM = Institutional and Goal Commitments Scale.
* p < .05.

Null Hypothesis 3
Null Hypothesis 3: There is no relationship between the five integration scales.
Pearson product-moment correlation coefficient (r) was used to measure the relationship
between each individual scales. The intercorrelations among the five integration scales
are shown on Table 29. Significant positive correlations were found between PeerGroup Interaction and Faculty Concern for Student Development and Teaching, and
Academic and Intellectual Development.
Significant positive correlations were also found between Academic and
Intellectual Development and Interactions With Faculty, and Faculty Concern for
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Student Development and Teaching. Lastly, Institutional and Goal Commitment was
also significantly positively correlated with Faculty Concern for Student Development
and Teaching. These data are summarized in Table 29.

Table 29
Pearson r; Correlation Matrix; Hypothesis 3: Five Integration Scales

PEERGRP
INTFAC
FACCONC
ACINTDEL
INSGOCOM

PEERGRP

INTFAC

.0299
.2397*
.1951*
.0564

-.0117
.2725*
.1398

FACCONC

.3257*
.2139*

ACINTDEL

INSGOCOM

.4160*

Note. PEERGRP = Peer Group Interactions: INTFAC = Interactions With Faculty;

FACCONC = Faculty Concern for Student Development and Teaching:
ACINTDEL = Academic and Intellectual Development; INSGOCOM = Institutional
and Goal Commitments. Cases processed = 107. This was at the 2-tailed significance
level.
* p < .05.

Null Hypotheses 4-6
Null Hypothesis 4: There is no difference between the mean scores o f traditional
and non-traditional students on the Peer Group Interaction Scale.

Null Hypothesis 5: There is no difference between the mean scores o f persisting
and non-persisting students on the Peer Group Interaction Scale.

Null Hypothesis 6: There are no interaction effects between type o f student and
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level o f persistence on the Peer Group Interaction Scale.
The means and standard deviations for Peer Group Interaction Scale by type
(traditional and non-traditional) and level (persister and non-persister) of students are
shown in Table 30. The two-way analysis of variance results which tested the above
hypotheses are shown in Table 31. As shown in this table, there is no statistically
significant interaction between type of student and level of persistence Therefore,
Hypothesis 6 was retained. There was no statistically significant difference between the
peer-group interaction scores of persisters and non-persisters. Therefore, Hypothesis 5
was also retained. There were, however, significant differences (F = 4.087, p =
0.046) between traditional and non-traditional students. Traditional students (M =
3.32, SD = 0.65) had higher peer-group interaction scores than non-traditional students
(M = 3.03, SD = 0.77). Therefore, Hypothesis 4 was rejected and Hypotheses 5 and
6 were retained. The results of Hypotheses 4-6 are summarized in Tables 30 and 31.

Table 30
Mean & Standard Deviations by Type o f Student & Level o f Persistence:
Peer Group Interaction Scale
Non-Traditional

Traditional
Category

N

41
Persister
Non-Persister 23
Total
64

Total

M

SD

N

M

SD

N

3.34
3.27
3.32

.70
.55
.65

27
13
40

3.07
2.96
3.03

.75
.84
.77

68
36
104

Note. N =104.
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M

3.23
3.16
3.21

SD

.72
.68
.71

Table 31
Two-Way Anova: Peer Group Interaction Scale

Source of Variation

Sum of
Squares

Type of Student
Level of Persistence
Type/Level
Residual
Total

2.011
.173
.012
49.201
51.358

df

1
I
1
100
103

F

Mean
Square

2.011
.173
.012
.492
.499

4.087
.352
.025

Significance
of F

.046*
.554
.875

Note. N = 104.
* p < .05.

Null Hypotheses 7-9
Null Hypothesis 7 : There is no difference between the mean scores o f traditional
and non-traditional students on the Interaction With Faculty Scale.
Null Hypothesis 8: There is no difference between the mean scores o f persisting
and non-persisting students on the Interaction With Faculty Scale.
Null Hypothesis 9 : There are no interaction effects between type o f student and
level o f persistence on the Interaction With Faculty Scale.
The means and standard deviations for interactions with faculty by type
(traditional and non-traditional) and level (persister and non-persister) of students are
shown in Table 32. The two-way analysis of variance results which tested the above
hypotheses are shown in Table 33. As shown in this table, there is no statistically
significant interaction between type and level of student. Therefore, Hypothesis 9 was
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retained. There was no statistically significant difference between the interactions with
faculty scores of persister and non-persisters. Therefore, Hypothesis 8 was also
retained. There was no statistically significant difference between the interactions with
faculty scores of traditional and non-traditional students. Therefore, Hypothesis 7 was
also retained. These data are summarized in Tables 32 and 33.

Table 32
Mean and Standard Deviations by Type o f Student and Level o f Persistence:
Interactions With Faculty Scale
Traditional

Category

N

M

Persister
41 3.28
Non-Persister 23 2.99
Total
64 3.18

Total

Non-Traditional

SD

N

.60
.66
.64

27
13
40

M

SD

N

M

3.24
3.05
3.17

.74
.69
.72

68
36
104

3.26
3.01
3.18

Note. N = 104.
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SD

.66
.66
.67

138
Table 33
Two-Way Anova: Interactions With Faculty Scale

df

Source of Variation

Sum of
Squares

Type of Student
Level of Persistence
Type/Level
Residual
Total

.003
1.517
.056
44.532
46.105

1
1
1
100
103

Mean
Square

F

.003
1.517
.056
.445
.448

.008
3.407
.125

Significance
of F

.930
.068
.724

Note. N = 104.
* p < .05.

Null Hypotheses 10-12
Null Hypothesis 10: There is no difference between the mean scores o f
traditional and non-traditional students on the Faculty Concern fo r Student
Development and Teaching Scale.
Null Hypothesis 11: There is no difference between the mean scores o f
persisting and non-persisting students on the Faculty Concern fo r Student Development
and Teaching Scale.
Null Hypothesis 12: There are no interaction effects between type o f student and
level o f persistence on the Faculty Concern fo r Student Development and Teaching
Scale.
The means and standard deviations for faculty concern for student development
and teaching by type (traditional and non-traditional) and level (persister and non-
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persister) of students are shown in Table 34. The two-way analysis of variance results
which tested the above hypotheses are shown in Table 35. There is no statistically
significant interaction between type of student and level of persistence Therefore,
Hypothesis 12 was retained. There was no statistically significant difference between
the faculty concern for student development and teaching scores of persisters and nonpersisters. Therefore, Hypothesis 11 was also retained. There was no statistically
significant difference between the faculty concern for student development and
teaching scores of traditional and non-traditional students. Therefore, Hypothesis 10
was also retained. These data are summarized in Tables 34 and 35.

Table 34
Mean and Standard Deviations by Type o f Student and Level o f
Persistence: Faculty Concern fo r Student Development and Teaching Scale
Traditional
Category

N

Persister
41
Non-Persister 23
64
Total

Non-Traditional

Total

M

SD

N

M

SD

N

3.49
3.49
3.49

.73
.60
.68

27
13
40

3.44
3.66
3.51

.768
.618
.722

68
36
104

Note. N — 104.
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M

3.47
3.55
3.50

SD

.74
.60
.69
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Table 35
Two-Way Anova: Faculty Concern for Student Development and Teaching Scale

Source of Variation

Sum of
Squares

df

Type of Student
Level of Persistence
Type/Level
Residual
Total

.015
.146
.282
48.790
49.230

1
1
1
100
103

Mean
Square
.015
.146
.282
.488
.478

F

Significance
of F

.030
.299
.578

.862
.585
.449

Note. N = 104.
* p < .05.

Null Hypotheses 13-15
Null Hypothesis 13: There is no difference between the mean scores o f
traditional and non-traditional students on the Academic and Intellectual Development
Scale.
Null Hypothesis 14: There is no difference between the mean scores o f
persisting and non-persisting students on the Academic and Intellectual Development
Scale.
Null Hypothesis 15 : There are no interaction effects between type o f student and
level o f persistence on the Academic and Intellectual Development Scale.
The means and standard deviations of the Academic and Intellectual
Development scale by type (traditional and non-traditional) and level (persistence and
non-persistence) of students are shown in Table 36. The two-way analysis of variance
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results which tested the above hypotheses are shown in Table 37. As shown in this
table, there is a significant interaction

(F<i.ioo> = 4 . 4 9 ,

p — .036) between type of

student and level of persistence This suggests that the academic and intellectual
development of persisters and non-persisters depends on their academic status as
traditional or non-traditional students. Therefore, Hypothesis 15 was rejected. Since
there is a significant interaction effect. Hypotheses 13 and 14 were tested in the context
of this interaction.
For traditional students, there is a significant difference between persisters and
non-persisters. Persisters had significantly higher (Af = 3.64, SD = .55) academic and
intellectual development scores than did non-persisters (Af = 3.22, SD = .61). For
non-traditional students, no differences were found between persisters and nonpersisters. Therefore, Hypothesis 14 was rejected only for traditional students. For
persisting students, there are no differences between the academic and intellectual
development scores of traditional and non-traditional students. For non-persisters,
however, the academic and intellectual development scores between traditional and nontraditional students were significantly different (t = 3.31, d f = 34, p = .0022). Nontraditional students (Af =3.84, SD =.38) have significantly higher scores than
traditional students (Af = 3.22, SD = .61). Therefore, Hypothesis 13 was rejected for
non-persisters but not for persisters. These data are summarized in Tables 36 and 37.

Null Hypotheses 16-18
Null Hypothesis 16: There is no difference between the mean scores o f
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traditional and non-traditional students on the Institutional and Goal Commitment
Scale.
Null Hypothesis 17: There is no difference between the mean scores o f
persisting and non-persisting students on the Institutional and Goal Commitment Scale.

Table 36
Mean and Standard Deviations by Type o f Student and Level o f Persistence:
Academic and Intellectual Development Scale

Category

N

M

Persister
Non-Persister
Total

41
23
64

3.64
3.22
3.49

Total

Non-Traditional

Traditional
SD

.55
.61
.60

N

M

27
13
40

3.76
3.84
3.78

N

M

SD

68
36
104

3.68
3.44
3.60

.56
.61
.58

SD

.57
.38
.51

Note. N = 104.

Table 37
Two-Way Anova: Academic and Intellectual Development Scale
Source of Variation

Sum of
Squares

df

Type of Student
Level of Persistence
Type/Level
Residual
Total

2.032
1.288
1.368
30.434
35.240

1
1
1
100
103

Mean
Square

F

2.032
1.288
1.368
.304
.342

6.677
4.232
4.496

Note. N = 104.
* p < .05.
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Significance
o fF

.Oil*
.042*
.036*
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Null Hypothesis 18: There are no interaction effects between type o f student and
level o f persistence on the Institutional and Goal Commitment Scale.
The means and standard deviations of the Institutional and Goal Commitment
scale by type (traditional and non-traditional) and level (persistence and non
persistence) of students are shown in Table 38. Generally, students had a high degree
of institutional and goal commitment (M = 4.26, SD = .54). The two-way analysis of
variance results which tested the above hypotheses are shown in Table 39.
in this table, there was a significant interaction

(Fn.iom

As shown

= 5.62, p = .0002) between type

and level of students suggesting that institutional and goal commitment of persisters and
non-persisters depends on whether they are traditional or non-traditional students.
Therefore, Hypothesis 18 was rejected. Since there is a significant interaction effect.
Hypotheses 16 and 17 were tested in the context of this interaction between type of
student and level of persistence As a result, simple effects tests were performed.
For traditional students, there is a significant difference (t = 3.93, d f = 62,
p = 0.0002) between persisters and non-persisters. Persisters had significantly higher
(M = 4.36, SD = 0.48) institutional and goal commitment scores than non-persisters
(Af = 3.84, SD = .53). Among non-traditional students, no differences were found
between persisters and non-persisters. Therefore, Hypothesis 17 was rejected, but only
for traditional students. For persisting students, there are no differences between the
institutional and goal commitment of traditional and non-traditional students. For nonpersisters, however, the institutional and goal commitment scores between traditional
and non-traditional students were significantly different (t — 2.91, d f = 34, p =
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.0062). Non-traditional students (M = 4.40, SD = .57) have significantly higher
scores than traditional students (M = 3.84, SD = . 53). Therefore, Hypothesis 16 was
rejected for non-persisters but not for persisters. These data are summarized in Tables
38 and 39.

Table 38
Mean & Standard Deviations by Type o f Student & Level o f Persistence: Institutional
and Goal Commitment Scale
Non--Traditional

Traditional

Total

Category

N

M

SD

N

M

SD

N

M

Persister
Non-Persister
Total

41
23
64

4.36
3.84
4.17

.48
.53
.56

27
13
40

4.40
4.40
4.40

.48
.57
.50

68
36
104

4.38
4.04
4.26

Note. N = 104.

Table 39
Two-Way Anova: Institutional and Goal Commitment Scale
Source of Variation

Sum of
Squares

df

Mean
Square

Type of Student
Level of Persistence
Type/Level
Residual
Total

1.141
2.450
1.425
25.350
30.488

1
1
1
100
103

1.141
2.450
1.425
.254
.296

F

Significance
of F

4.502
9.664
5.621

Note. N — 104.
* p < .05.
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.036*
.002*
.020*

SD
.48
.60
.54
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Summary
In summary the major findings ascertained from the results in this chapter are:
1. Traditional students were predominantly female (58.8%), single (91.2%),
and White (77.9%), with an average age of 19.1 years. These students lived with their
parents or relatives (75%) and commuted under 20 miles (66.2%) one way to school.
Traditional students were also predominantly stop-out students (92.6%), expecting to
complete a BA degree (51.4%), full-time (60.2%), working off campus (79.4%), and
had applied to other than their current school (50%).
2. Non-traditional students were also predominantly female (72.5%), married
(57.5%), White (87.5%) students, with an average age of 35.3 years, and a full-time
working spouse (57.5%). Non-traditional students lived off campus with their
spouses/or children (55%). These students were predominantly stop-out students
(92.5%), having very high GPA expectations (82.5%), expecting both a BA and
MA/MS degrees (87.5%), and taking between 3-6 credits part-time (52.5%), had not
applied to other than their current school (77.5%), and were also full-time workers
(55%).
3. Persister students were predominantly single (60.9%), female (71.8%), with
an average age of 24.8 years, full-time students (50.7%), for whom financial aid was
crucial to their school attendance (81.6%). These students lived with parents/relatives
(56.7%), were predominantly stop-out students (98.6%), and worked off-campus
(96.5%).
4. Non-persister students were also single (73%), female (54.1%), with an
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average age of 25 years, full-time students (54.3%) who commuted under 10 miles one
way to school (55.5%), for whom the provisions under which they received financial
aid interfered with their academic program (76.2%), were also predominantly stop-out
students (89.2%), and worked off-campus (96.8%).
5. Student background characteristics external to the institution (Hypothesis 1)
did not relate to academic persistence except for commuting miles, living arrangements,
and financial repayment interference option response “d ” = I'm concerned about
repayment of the assistance and this may interfere with my attending college, which did
related to academic persistence.
6. Freshman students showed higher institutional and goal commitments than
did stop-out students. No significant differences were found among the other student
groups on the other interactions scales. See Hypothesis 2.
7. A significant positive correlation was found between some of the interactions
scales. However, these correlations suggest low intercorrelations between the
variables. See Hypothesis 3.
8. A significant difference was found between traditional and non-traditional
students on the Peer Group Interaction Scale. See Hypothesis 4.
9. A significant difference was also found for non-persisting students between
traditional and non-traditional students on the Academic and Intellectual development
Scale. See Hypothesis 13.
10. A significant difference was found for traditional students between persisters
and non-persisters on the Academic and Intellectual Development Scale. See
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Hypothesis 14.
11. A significant interaction was found between type and level of student on the
Academic and Intellectual Development Scale. See Hypothesis 15.
12. A significant difference was found between type of student on the
Institutional and Goal Commitment Scale. See Hypothesis 16.
13. A significant difference was found between type of student on the
Institutional and Goal Commitment Scale. See Hypothesis 17.
14. A significant interaction between type and level of student was found on the
Institutional and Goal Commitment Scale. See Hypothesis 18.
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CHAPTER V

SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS

Summary
The purpose of this study was to identify and examine factors particular to
traditional and non-traditional freshman students which may affect attrition and
persistence. This study extended the research beyond the study of traditional students at
residential universities using Tinto’s model of student departure and attrition from
college, which has been the focus of most of the previous research, to non-traditional
students at non-residential institutions. Specifically, the research addressed several key
questions, namely: What differences exist between traditional and non-traditional
students? What factors differentiated persisting from non-persisting students? Are
traditional and non-traditional students’ characteristics related to post-registration
persistence and/or attrition? These questions formed the background for the research
hypotheses, and the answers to these questions are found within the analysis and results
of the Hypothesis testing section in chapter 4.
Student attrition has been and is an issue of concern for higher education
administrators for many years in the United States (Nehila, 1996; Pervin & Rubin,
1967; Porter, 1990; Willet & Singer, 1991); the UK (Buckley & Hooley, 1988; Jones
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& Taylor, 1989); Germany (Blossfeld, 1990); and elsewhere. Bean and Metzner
(1985), Noel et al. (1985), Pascarella (1982b), Terenzini (1982), and Tinto (1987) have
been the most important thinkers and researchers who have provided the paradigmatic
constructs and theoretical framework for this study, for the constructs items, and for the
research instrument.
Tinto (1975) developed the first and most widely accepted theoretical paradigm
to explain student departure in higher education institutions. He successfully
synthesized the Student Departure Model from the current literature, from the French
Sociologist Emile Durkheim’s (1961) studies on suicide, and from Spady’s (1970)
sociological theory of shared values and friendship relationships as reflective of student
dropouts (Bean, 1982, p. 21). Tinto’s theory proposed that student departure can be
directly and/or indirectly linked to the students' level of academic and social
integration with the institution. In his view, student academic persistence/attrition is the
congruency of the goals and aspirations of the student with those of the institution,
which result in significant measures of student academic success and personal
satisfaction. This congruency and integration is critical for freshman students who
consistently show increasing dropout rates in American higher education institutions.
In the United States today, the dynamic and systemic interrelationship between
college-bound students and institutions of higher education has changed (Spanbauer.
1996, p. 8). These institutions are caught in the crucible of higher operating and tuition
costs on the one hand, and lower state financial support in addition to decreasing
numbers of college-age students on the other. Additionally, the technological explosion
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represented by the advent of the Internet and the World Wide Web has helped to create
a savvy, well-informed, and empowered higher-education consumer who makes critical
cost-effective decisions regarding the quality of his/her education. As a result, today
college-bound students want “more bang for their educational buck.”

Method
The research population for this study consisted of all regularly admitted
freshman students at the university site of this study, a public non-residential
comprehensive university. A cross-sectional research design was used in this study.
Data for the study were collected using a 101-question instrument. The instrument
incorporated five factorially derived institutional interaction scales (see appendix B)
developed by Pascarella and Terenzini (1980) to operationalize Tinto’s (1975)
conceptual model of college student withdrawal. The survey instrument had two parts:
a background information section, and Pascarella and Terenzini’s scales.
The composition of the five integration scales is consistent with the dimensions
specified by the Tinto model based on the calibration sample’s item’s factor loading,
alpha reliabilities, and simple and partial correlations with persisters/voluntary dropout
decisions. The results are shown in Table 3. The factor structure and alpha
reliabilities are based on the Pascarella and Terenzini (1980) test sample, while the
simple and partial correlations are based on a calibration sample. The alpha reliabilities
of the scales range from .71 to .84 and are judged adequate for using the scales in
further studies. Both the simple and partial correlations of all the scales with the
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criterion variable were significant at p < . 01. The partial correlations represent the
association between each scale, and the criterion with the influence of all pre
enrollment variables, freshman academic performance, and involvement in
extracurricular activities held constant (Pascarella & Terenzini, 1980). The
intercorrelations among the scales are quite modest, ranging from .01 to .33 with a
median correlation of .23; thus the scales appear to assess dimensions of institutional
integration that are substantially independent of one another.
The questionnaire was administered to a randomly selected sample of 463
students enrolled in the freshman division of this university during the winter
semester’s registration period (January) of 1996. A personal interview and follow-up
methods were used for data collection. Usable responses were received from 108
respondent students, which was a 23.3% response rate. Enrollment data were gathered
in September (fall semester) 1997 from the university, to determine who persisted or
voluntarily dropped out of the university during the previous spring and summer
semesters.
Data were analyzed utilizing a variety of methods. Analysis of variance tests
were used to determine the difference between the mean scores of traditional/nontraditional and persister/non-persister students on the five Pascarella and Terenzini
(1980) integration scales. One-way analysis of variance was used to determine the mean
scores of the three student types: freshman, transferred, and stop-out student. One-way
analysis of variance was also used to test for significant differences among the three
student subgroups of the subject sample: freshman, transfer, and stop-out students on
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the five scales. Pearson’s product-moment linear correlation coefficient r was used to
measure the relationship among the scales. Lastly, two-way analysis of variance was
used to test for significant interactions of the association with persisting/non-persisting
and traditional/non-traditional students also on the five scales. The primary procedures
used in this study were comparable to those used by Pascarella and Terenzini (1980)
and Terenzini et al. (1981).
The sample respondents were predominantly female, White, single, full-time
students, working full-time, commuting, first-time-enrolled, and students with high
GPA expectations. Additionally, there were important similarities and differences
among the traditional and non-traditional students: Both groups were predominantly
female and White. Their differences were that non-traditional students were
predominantly married with school-age children. They also were stop-out students
pursuing a bachelor degree part-time who had applied to other than their current school,
who worked full-time off campus to pay for their college expenses with funds from
their savings or earnings, and for whom financial aid was important to continue their
college education. Traditional students were predominantly single, had transferred from
another institution, were living mostly with their parents/relatives off campus, were
pursuing a bachelor degree full-time, had applied to a school other than their current
school, and paid tuition with funds from part-time work/savings/earnings and/or with
funds from their parents.
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Findings of the Hypotheses
The major findings from this study and the results of the analyses of the
hypotheses testing are presented and summarized below. The study examined 18
hypotheses and six related research questions. In general, the findings did not support
the validity of the Tinto (1975) model of student persistence for non-traditional
students.
Hypothesis 1: There is no relationship berween student persistence/attrition and
the following student characteristics: academic status, commuting miles, gender,
financial repayment interference, receiving financial aid, living arrangements, marital
status, having children, child care satisfaction, work for pay, and work on/off campus.
Generally, student background characteristics external to the institution did not
relate to academic persistence except for commuting miles, living arrangements, and
financial repayment interference. In regard to the latter, no significant difference was
found for option responses “a ,” Chi-square = .16432 andp = .685, “b ,” Chi-square
= 2.48889 and p = .114, and “c ,” Chi-square = 1.73078 and p = .188. In regard to
option “a”: “Without financial assistance I would be unable to attend school,”a larger
percentage (85.7%) of non-persisting students chose the very true option response. In
regard to option “b” : The provisions under which I receive assistance interfere with
my academic program, ”a larger percentage (91.4%) of persisting students chose the
not true option response. Lastly, in regard to option “c”: “I’m concerned about
repayment of the assistance but will not interfere with my attending college.’* Also, a
larger percentage (60%) of non-persisting students chose the very true option response.
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The reason for using only the two extreme responses to this option response (very true;
fairly true; not true) in the questionnaire is that the two extreme responses yielded the
best and more precise indication of the student responses to this option response.
The data indicated a significant relationship between student persistence/attrition
and commuting miles; more persister students were in the 4-10 miles and in the 11-20
mile categories than non-persisters. More non-persister students were in the under 3
miles category. The percentages for the 21-30 miles, and > 31 miles were
approximately the same however. The results of the chi-square test showed that length
of commute (4-10 & 11-20 miles) related to academic persistence, and that a short
commute ( < 3 miles) was negatively related to persistence. One possible explanation
for this finding is that although living farther away from their school and driving a
longer commute to class, persisting students showed higher commitment to completing
their college education than their non-persisting counterparts. Another possible
explanation for non-persisting students dropping out of school and the length of their
commute to school ( < 3 miles), is that their proximity and attraction to their school's
intense social scene contributed to their dropping out of school.
The data indicated a significant relationship between student persistence/attrition
and financial repayment interference, but only for one of the four options; more non
persisting students were concerned regarding their financial assistance repayment than
were persisting students. In general, although receiving financial assistance was
important for these student respondents, only 32.4% of them indicated that repaying
their financial assistance may interfere with their college attendance. The data also
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indicated a significant relationship between student persistence/attrition and living
arrangements: more persisters lived with parents/relatives than did non-persisters who
lived alone or with a roommate. Test results showed no significant relationship between
student persistence/attrition and academic status, gender, receiving financial aid,
marital status, having children, child care satisfaction, work for pay. and work on/offcampus.
In summary, most background characteristics did not relate to
persistence/attrition for this sample. This finding is in opposition to Tinto’s (1975)
model.
The student background variables which the Tinto (1975) model posited as being
significant predictors of academic persistence/attrition minimally identified persisters
from non-persisting students in this sample. One possible explanation for this finding is
the fact that the Tinto (1975) model primarily focused on traditional students at
residential institutions, whereas this research study included both traditional and nontraditional students at commuter institutions. Another possible explanation for the same
finding may be the low questionnaire response rate (23.3%), which may not have
sufficiently represented the different student sub-groups in the student population. This
finding may also be due to the changes in the college student populations which have
occurred after the model was first developed: Most college students graduate in 6 years
rather than the customary 4 years after first entering college. More non-traditional
students are entering or returning to college than when the model was first developed,
more students are married, and more traditional students attend non-residential
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institutions, or it may be that the Tinto (1975) model is no longer valid. These data are
summarized in Table 40.

Table 40
Hypothesis I: Student Persistence /Attrition and Background Characteristics
Significant Relationship
Variables

Yes

Commuting Miles
Living Arrangements
Financial Repayment Interference
Academic Status: Full Time or Part Time
Gender
Receiving Financial Aid
Marital Status
Having Children
Child Care Satisfaction
Work For Pay
Work On/Off Campus

X

No

X
X *
X
X
X
X
X
X
X
X

Note. N = 108.
* Significant for option response “d ” only.

Hypothesis 2: There is no difference between the mean scores o f students who
entered as freshmen, transferred from another school, or returned after stopping out o f
college on the five integration scales: Peer Group Interactions, Interactions With
Faculty, Faculty Concern fo r Student Development and Teaching, Academic and
Intellectual Development, and Institutional and Goal Commitment.
Freshman students (iV = 13, M = 4.68) showed higher institutional and goal
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commitments than did transfer students (iV = 5, M = 4.38) and stop-out students (/V =
89, M = 4.20). No significant differences were found among the other student groups
on the other integration scales.
One possible explanation for this is that the scales were designed to differentiate
among persister and non-persister students and were not designed to differentiate
among student sub-groups. No significant differences among freshmen, transfer and
stop-out students were found for the four following scales: Peer Group Interactions,
Interactions With Faculty, Faculty Concern for Student Development and Teaching,
and Academic and Intellectual Development scales.
Hypothesis 3: There is no relationship between the five integration scales.
Positive correlations were found between some of the integration scales.
However, these correlations suggest low intercorrelations (degree of relationship;
Hinkle, 1994, p. 117) between the variables. The data showed a weak positive linear
relationship (.30 to .50), (-.30 to -.50), (Hinkle, 1994, p. 119) for the following scales:
Peer Group Interactions and Interactions With Faculty, Peer Group Interactions and
Faculty Concern for Student Development and Teaching, Peer Group Interactions and
Academic and Intellectual Development, Interactions With Faculty and Academic and
Intellectual Development, Interactions With Faculty and Institutional and Goal
Commitments, Faculty Concern for Student Development and Teaching and Academic
and Intellectual Development, Faculty Concern for Student Development and Teaching
and Institutional and Goal Commitments, Academic and Intellectual Development and
Institutional and Goal Commitments. The data indicated no significant linear
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relationship between two scales: Peer Group Interactions and Institutional and Goal
Commitments, and no significant linear relationship between two other scales:
Interactions With Faculty and Faculty Concern for Student Development and Teaching.
In summary, the weak correlations showed that the scales are somewhat
independent of each other, i.e., do not measure each other’s variables.
Hypothesis 4: There is no difference between the mean scores o f traditional and
non-traditional students on the Peer Group Interaction Scale.
Significant differences

(Fiuoo>

= 4.087, p = 0.046) were found between

traditional and non-traditional students on the Peer Group Interaction scale, see
Hypothesis 4. Traditional students (M = 3.32, SD = 0.65) had higher peer-group
interaction scores than non-traditional students (M = 3.03, SD = 0.77).
Hypothesis 5: There is no difference between the mean scores o f persisting and
non-persisting students on the Peer Group Interaction Scale.
There was no statistically significant difference between the peer-group
interaction scores of persisters and non-persisters.
Hypothesis 6: There are no interaction effects between type o f student and level
o f persistence on the Peer Group Interaction Scale.
There was no statistically significant interaction between type of student and
level of persistence Non-traditional students had fewer interactions with peers. This
indicates that these students had other than or none at all classroom interactions. One
possible explanation for this finding is that non-traditional students were older than
traditional students, and/or they shared fewer social interests. Another possible
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explanation is that non-traditional students were generally married, had school-age
children, and had family obligations, and therefore their social interactions were with
family rather than with their fellow students. Lastly, another possible explanation is
that non-traditional students simply commuted to class with little or no interest or time
in socializing, since family obligations and work took all their spare time.
The finding that there was no statistically significant difference between the
peer-group interaction of persisting and non-persisting students shows that the Peer
Group Interaction scale did not differentiate between persisters and non-persisters as
Tinto’s theory and 1975 model predicted it would. A possible explanation for this is
that the scale was not designed to differentiate among persisting and non-persisting
students on the basis of their status as traditional or non-traditional students. Another
possible explanation is that both student groups experienced similar low (if any) levels
of peer-group interactions, or that the scale does not differentiate any longer.
Hypothesis 7: There is no difference between the mean scores o f traditional and
non-traditional students on the Interaction With Faculty Scale.
There was no statistically significant difference between the interactions with
faculty score of traditional and non-traditional students.
Hypothesis 8: There is no difference between the mean scores o f persisting and
non-persisting students on the Interactions With Faculty Scale.
There was also no statistically significant difference between the interactions
with faculty scores of persisters and non-persisters. Therefore, Hypothesis 8 was also
retained.
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Hypothesis 9: There are no interaction effects between type o f student and level
o f persistence on the Interactions With Faculty Scale.
There was no statistically significant interaction between type and level of
student.
In summary, the finding that the Interactions With Faculty scale did not
differentiate between persisting and non-persisting students is also in opposition to the
Tinto model. This finding is important because it is at variance with the attrition
literature which identifies a role for student/faculty interactions and its effects on
students’ academic persistence. A possible explanation for this finding is that both
persisting and non-persisting students experienced moderate levels of classroom and
non-classroom interactions with faculty.
Hypothesis 10: There is no difference between the mean scores o f traditional
and non-traditional students on the Faculty Concern fo r Student Development and
Teaching Scale.
There was no statistically significant difference between the faculty concern for
student development and teaching scores of traditional and non-traditional students.
Hypothesis 11: There is no difference between the mean scores o f persisting
and non-persisting students on the Faculty Concern fo r Student Development and
Teaching Scale.
There was also no statistically significant difference between the faculty concern
for student development and teaching scores of persisters and non-persisters.
Hypothesis 12: There are no interaction effects between type o f student and
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level o f persistence on the Faculty Concern fo r Student Development and Teaching
Scale.
There was no statistically significant interaction between type of student and
level of persistence In summary, the finding that the Faculty Concern for Student
Development and Teaching Scale did not significantly differentiate between persisting
and non-persisting students is another departure from the Tinto (1975) model. The
constructs posited in this model and measured by this scale did not differentiate between
student type and level of persistence. This finding again shows that Tinto’s theory and
model do not explain student persistence for this population. One possible explanation
why this research data did not support Tinto’s model and theory is that both need
substantial revision and upgrading to reflect the increasingly more complex composition
of the current post-secondary student populations.
Hypothesis 13: There is no difference between the mean scores o f traditional
and non-traditional students on the Academic and Intellectual Development Scale.
While a significant difference was found between traditional and non-traditional
students on the Academic and Intellectual Development Scale, this Hypothesis can only
be interpreted in the context of Hypothesis 15 which found an interaction effect between
type of student and level of persistence. Non-traditional students (M = 3.84. SD =
.38) had significantly higher scores than traditional students (M = 3.22. SD = .61) but
only among non-persisting students, therefore Hypothesis 13 was rejected.
Hypothesis 14: There is no difference between the mean scores o f persisting and
non-persisting students on the Academic and Intellectual Development Scale.
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While a significant difference was found between persisters and non-persisters,
this Hypothesis can only be interpreted in the context of Hypothesis 15 which found an
interaction effect between type of student and level of persistence. Persister students
had significantly higher (M = 3.64, SD = .55) academic and intellectual development
than non-persister students (Af = 3.22, SD = .61), but only among traditional students,
therefore, Hypothesis 14 was rejected.
Hypothesis 15: There are no interaction effects between type o f student and
level o f persistence on the Academic and Intellectual Development Scale.
A significant interaction

(F<uoo>=

4.49, p = .036) was found between type and

level of student on the Academic and Intellectual Development Scale. Non-traditional
students scored higher than traditional students but only for non-persisting students.
Persisters scored higher than non-persisters, but only for traditional students. The
Academic and Intellectual Development Scale differentiated between traditional and
non-traditional students but only among non-persisting students.
In summary, the finding that the Academic and Intellectual Development Scale
showed interaction effects between type of student and level of persistence shows that
the academic integration constructs of the Tinto (1975) model differentiated between
persisters and non-persister students and that his theory and 1975 model are adequate to
explain persistence for traditional students and only on this Scale. A possible
explanation for this finding is that the theory, construct, and Scale need to be revised to
reflect the current diverse compositions of freshman student populations.
Hypothesis 16: There is no difference between the mean scores o f traditional
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and non-traditional students on the Institutional and Goal Commitment Scale.

While a significant difference was found between traditional and non-traditional
students on the Institutional and Goal Commitment Scale, this Hypothesis can only be
interpreted in the context of Hypothesis 18 which found an interaction effect between
type of student and level of persistence. Non-traditional students (M = 4.40, SD =
.57) had significantly higher scores than traditional students (M = 3.84, SD = .53),
but only among non-persisters, therefore Hypothesis 16 was rejected.
Hypothesis 17: There is no difference between the mean scores o f persisting and
non-persisting students on the Institutional and Goal Commitment Scale.
While a significant difference was found between persister and non-persister
students on the Institutional and Goal Commitment Scale, this Hypothesis can only be
interpreted in the context of Hypothesis 18 which found an interaction effect between
type of student and level of persistence. Persister students had significantly higher (M
= 4.36, SD = .48) institutional and goal commitment scores than non-persisters (M =
3.84, SD = .53), but only among traditional students, therefore. Hypothesis 17 was
rejected.
Hypothesis 18: There are no interaction effects between type o f student and
level o f persistence on the Institutional and Goal Commitment Scale.
There was a significant interaction (F.i.iuo»= 5.62, p = .0002) found between
type of student and level of persistence on this Scale. Non-traditional students scored
higher (M = 4.39, SD = .56) than traditional students (M = 3.84, SD — .53). but
only among non-persisters. Persisters (Af = 4.35, SD = .48) scored higher than non-
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persisters (M = 3.84, SD = .53), but only among traditional students, therefore
Hypothesis 18 was rejected.
In summary, the finding that the Institutional and Goal Commitment Scale
showed interaction effects between type of student and level of persistence shows that
the institutional and goal commitment constructs of the Tinto (1975) model
differentiated between persisters and non-persister students and that his theory and 1975
model are adequate to explain persistence, but only for non-traditional students. A
possible explanation for this is that the theory, construct, and scale need to be revised
and updated to reflect the current diverse compositions of post-secondary student
populations.

Summary of Findings
1. In general, factors external to the institution such as student background
characteristics were not related to student persistence/attrition, namely: financial
repayment interference, academic status: full-time or part-time, gender, receiving
financial aid, marital status, having children, child care satisfaction, work for pay, and
work on/off campus. Only three student background characteristics related to
persistence/attrition, namely: commuting miles, living arrangements, and financial aid
repayment interference (option “d”).
2. Four of the five Pascarella and Terenzini (1980) integration scales did not
differentiate between the three student subgroups: freshmen, transfer, and stop-out
students.
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3. Three integration scales—Peer Group Interaction Scale, Interaction With
Faculty Scale, and Faculty Concern for Student Development and Teaching Scale-did
not differentiate between persisters and non-persister students based on the mean score
results of the two-way analysis of variance tests.
4. Interaction effects between type of student and level of persistence were
found for the Academic and Intellectual Development and the Institutional and Goal
Commitment Scales. These two scales differentiated between persisters and nonpersisters, but only for traditional students. Among traditional students, persisters
scored significantly higher on these two scales than did non-persisters. No such
difference was found among non-traditional students.

Conclusions
This research examined 18 hypotheses and six related questions. The findings of
same did not substantiate the validity of the Tinto (1975) model of student persistence
and attrition from college for non-traditional students at a non-residential tertiary
institution.
1. Tinto’s theory and model (1975) are inadequate to explain the difference
between persisters and non-persisters for this student population at this university.
2. Only two scales, The Academic and Intellectual Development Scale and the
Institutional and Goal Commitment Scale, were effective in explaining
attrition/persistence for traditional students. The remaining three scales did not.
3. A new theory, model, and research instrument to measure student academic
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persistence/attrition are needed.
In summary, there is a need for a new theory, research model, and research
instrument to measure and the attrition and academic persistence of freshmen, and
especially for non-traditional students at comprehensive non-residential universities.
The results of the study hypotheses testing, which used the Pascarella and Terenzini
five integration scales based on the Tinto attrition and academic persistence theory
constructs and 1975 model, support this conclusion.

Recommendations
General Recommendations
1. Tinto’s theory of student departure from college needs to be revised and
expanded to include non-traditional students at non-residential institutions, or,
2. A new theory and model of college student academic persistence/attrition
with appropriate Scales which have been shown to be effective in differentiating
between persister and non-persister students, and which are sensitive and particular to
non-traditional students at commuter institutions is needed.
The intended purpose of student attrition and retention studies similar to this
study is to identify reasons and analyze factors why students drop out of academic
institutions, so that interventions and programs can be developed and implemented to
deter student attrition, because non-traditional students “are a rapidly growing
population on most campuses” (Loppnow, 1989, p. 125).
The results of this show that student attrition and academic persistence are
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related to other than student background variables and/or to variables external to the
institution. That is to say, attrition and academic persistence are related to institutional
internal variables, and to the degree of student satisfaction with those variables. This
conclusion is supported by the findings of Swoope (1995) who identified and
investigated retention factors that facilitate and increase minority retention in the
College of Education at The Ohio State University main campus. He found that students
were generally satisfied with the academic environment, but they were dissatisfied with
the services (i.e., policies and procedures) rendered at the college level.
My conclusion is also supported by Joseph (1995) who researched the extend to
which the constructs of the Tinto model of student persistence are useful in explaining
freshmen-to-sophomore-year persistence of first-generation college student in different
types of higher education institutions. She found the particular combination and
ordering of the variables that make up the Tinto model not effective in explaining
persistence of the first-generation college students in the study sample. Several
variables-age, social integration, and institutional commitment II—
did have significant
effects on persistence, but these effects were inconsistent with the one hypothesized in
the Tinto model.
Additionally, my conclusion is also supported by Smith (1997) who studied the
application of the attrition models of Tinto (1987) and Pascarella, Terenzini. et al.
(1986) and examined extended orientation as a contributing factor to the retention and
achievement of African-American engineering students. He found that enrollment in the
extended orientation course was a beneficial experience, showing that internal
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institutional variables are related to persistence. Melendez’s (1997) research also
supports my conclusion by finding that activities such as interaction and/or mentoring
opportunities with faculty outside of class, student satisfaction with student services, the
quality of education students receive, as perceived by the quality of the teaching they
get, based on the cost of that education, would enhance persistence. Additional support
was given by Morales (2000) who studied institutional and organizational attributes
influencing the retention of transfer students at a California state university. Both
groups rated student services and academic advising as important to reaching their
career goals. Institutional attributes associated with attrition of students included
difficulty in finding student resources, making friends, lack of diversity, and balancing
life with school. Both student groups favored online access to academic program
requirements, a state-supported summer term, a single location for handling university
business (admissions, registrations, paying fees, etc.), and improved parking, to help
them reach their academic goals.
Further, I believe that institutional interventions such as adult lounges, nontraditional student services and hours, including faculty hours, academic incentive and
support programs, academic mentoring/tutoring and support groups, and flexible and
accessible child care may be successful in enhancing the academic persistence of all
students, particularly non-traditional students. In short, quality customer service and
quality education at an affordable price would enhance academic persistence. The
finding that among non-traditional students social integration factors did not relate to
persistence shows that efforts by academic institutions to offer social activities for all
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their students, although well intended, are not successful and/or not important.
Tinto's model, while having been generally tested, is not exhaustive. Subsequent
studies have hypothesized conceptual modifications and have highlighted relevant and
pertinent issues which have not been considered in his model. For example, Bean and
Metzner (1985), Carter (1986), Haggerty (1985), Pascarella et al. (1983), and Rose
(1980) have all identified relevant issues germane to studies of non-traditional students.
Bean and Metzner (1985), Haggerty (1985), and Pascarella et al. (1983) question the
role of social integration as a significant factor in relation to non-traditional student
academic persistence. Further, Carter (1986) questions whether other variables such as
external factors, i.e., family, children, work, etc., are significant predictors of older
students' persistence.
Lastly, I also believe that because Tinto’s model is based on student factors
external to the institution, that because only two of the five Pascarella and Terenzini
Scales which measure those factors proved adequate to discriminate and explain the
attrition and academic persistence of students at a comprehensive state-supported
Midwestern commuter university, that a new model needs to be developed based on
internal institutional factors such as those listed previously, and to the degree of student
satisfaction with those institutional factors is necessary to explain the attrition and
academic persistence of students, particularly non-traditional students. I agree with
Swoope (1995), Joseph (1995), Smith (1997), Melendez (1997), Morales (2000), and
others in positing that the higher the degree of student satisfaction with internal
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institutional variables, the higher the level of persistence and that the inverse is also
true.

Recommendations for Further Research
A review of the pertinent and relevant literature shows that relatively little
research and model building have focused on the academic persistence of nonresidential non-traditional student persistence and attrition. Specifically:
1. Additional research is needed to support additional understandings of factors
contributing to persistence by providing support for using an attrition and persistence
research model regarding non-traditional student academic persistence at non-residential
institutions.
2. Further research is also needed in exploring different student age
stratifications, since terms such as “older,” “non-traditional student,” or “adult
student” do not refer to or describe a consistently homogeneous student group.
3. The assessed effects of instructional methods and programing approaches on
the academic integration of non-traditional students to date remain yet to be studied.
Since Tinto’s theory of student attrition and model were first introduced in
1975, attrition research studies based on his model have been done seeking to explain
attrition and academic persistence of college students in the U.S. and abroad. The
literature shows many and different combinations of variables used in these studies,
and the mixed results these studies obtained. One distinct and significant conclusion
emerges from these studies, namely, that irrespective of the best efforts to understand
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and to control student attrition, attrition rates for college students today are higher than
ever, with most students taking 6 years to graduate from college rather than the average
4 at the time the Tinto model first appeared 23 years ago, or with most students not
graduating at all. What has happened in the interim that has made his theory and model
less than effective in explaining academic persistence and attrition for this research
study population at this university?
Based on my research I believe that three fundamental and paradigmatic changes
have occurred in the vast panorama of American higher education which explain these
changes, namely, changes have occurred in the demographic composition of college and
university student populations, changes have also occurred in how students assess
higher education, and changes have occurred in the focus of research. American higher
education students have changed from being traditional students living in university
housing, and being passive consumers of education, to becoming increasingly nontraditional, married students, with heavy family and/or work commitments, attending
commuter institutions on a part-time basis, with little or no interest and/or opportunities
for social interactions with peers and others at their schools.
Second, more of today’s consumers of higher education assess the quality of
their education on a cost-benefit basis. As a result of their knowledge and comfort with
technology and with ever-increasing rates of dissatisfaction with the increasing cost of
higher education, they ask: Am I getting the most bang for my educational buck? That
is to say, they assess their education and their decisions to persist or depart from an
institution based on the quality of the institution student services, the quality of the
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education students get at same, and the price of both.
As a result, today’s students’ academic persistence and attrition are the result
of many successful or unsuccessful transactions with their educational institutions, and
are based on the degree of student satisfaction with the many and varied institutional
student services that institutions offer their students, and with the quality of the
education students get at the institution. Their overriding interest remains unchanged,
however: Quality education, good price, excellent customer service, and close to home!
This formula works very well in the business world, and it should be applied to tertiary
education which are “businesses which have come to regard their students as
customers” according to Posner (2002).
The third change that has occurred is that the responsibility for higher education
attrition and academic persistence has shifted from the students to their educational
institutions. Tinto’s theory and model put the onus for students’ academic persistence
and attrition on students’ background characteristics and with students’ interactions
with their institutions. However, this research shows that students’ background
characteristics did not explain the attrition and academic persistence of those students.
As a result of these changes, then, I believe that what is needed now is a theory
and model of student academic persistence and attrition that put the onus on institutional
internal variables, rather than on the students. Additionally, what is needed is a theory
and model that explain attrition and academic persistence of college and university
students as a function and result of successful student-customer-service experiences
between the different institutional agencies and the student, and on quality education at
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affordable prices, during the course of students’ academic experiences at their
educational institutions. I believe the time for such a theory and model has arrived. I
believe the time is now!
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March, 1997

Dear Freshman Student,
Your help is needed in contributing information important to a study of factors which affect
student persistence and dropout from the university. The study has two general purposes. The
first purpose is to determine how individual characteristics, academic involvement, social oncampus interactions and off-campus activities and obligations affect student persistence. The
second purpose is to identify factors which affect the academic persistence and attrition of the
university traditional and non-traditional freshman students.
You have been randomly selected as part of a freshman student sample at the university and
are being asked to take 20-30 minutes to complete this questionnaire. Your participation,
although very important, is totally voluntary and you may choose not to respond or you may
decline to answer any particular question. There is no penalty for non participation.
Please write your name and student ID number on the bottom of this page as well as, on the
first question on the questionnaire. This cover letter with your name and ID number will be
separated from the questionnaire when your responses are coded. This information is very
important and needed to determine which students in the sample completed the questionnaire
and which students will re-enroll for the Fall Semester, 1997.
Your responses to this questionnaire will be held in the strictest professional confidence and
will be reported anonymously combined with data from the rest of the student sample. The
university is very interested to learn about freshman students in general, not in identifying any
particular student.
Thank you for your help with this research. By completing and returning this questionnaire to
the academic counselor and/or by returning same in the SASE envelope provided you will help
the university to find ways to better serve its freshman students.
Sincerely,

Karen L. White
Assistant Vice-Chancellor Student Affairs
Director Freshman Division

N am e:___________
Student ID Number:

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

APPENDIX B

RESEARCH INSTRUMENT

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

[177]
SURVEY QUESTIONNAIRE
3.
4.
S.
6.
7.
8.
9
10.
II.
12.

Please answer the follow ing questions by a n tin g o number.
1.

Student ID Number.

2.

Date o f Birth:___

.__________________________________________
Month

I_______________ I______________
Day
Year

3.

Gender
1. male
2.
female

4.

Race/ethnicity:
1. White (non-Hispanic)
2. Black
3. Asian
4.
Hispanic (Mexican American. Puerto Rican. Cuban. South American)
5. Other (please specify) _______________________________________

5.

6.

7.

8.

9.

What academic class are you in?
1. Freshman (0-24 credits completed) - i f circled this one. continue with
question 6 and complete Ike questionnaire
2.
Sophomore (25-S4 credits completed) —Slop. Do not continue.
3. Junior (53-84 credits completed)-S lo p . Do not continue.
4 Senior (8S or more credits completed) - Stop. Do not continue.
Present living arrangements:
I. living on-campus in a dorm
2 living on-campus in university housing or apartment
3. living off-campus alone in room, apaitment or house
4. living off-campus with a roommate(s) in apartment or house
5. living with parents or other relatives
6. living ofT-campus with spouse
7
living ofT-campus with spouse and/or children
8.
other (please specify)______________________________________
Do you live on-campus?
1. yes - i f yes, skip to question 9
2. no — i f no, continue with question t
Please circle the mileage which indicates the distance you travel one way, to
come to IUSB:
1. 3 miles or less
2. 4-10 miles
3. 11-20 miles
4
21-30 miles
S. 3 1 miles or more
Marital status:
I
married, spouse present —i f presently m arried and living with your
spouse, continue with question 10
2.
married, spouse absent
3.
legally separated
4.
divorced
5.
widowed
6. single, never married —I f not married, or married but not living with
spouse, ship now to question 12

10. Is your spouse a student?
1. yes.’part-time
2.
yes. full-time
3.
no
11. Is your spouse currently employed?
1.
yes, part-time
2.
yes, full-time
3. no
12. What was your mother's and your father's prim ary occupation while you
were growing up? Circle one fo r M other and one fo r Father.
Mother Father
1.
I.
Professional or Technical
2.
2.
Manager, Public Official, Proprietor (eg. city manager, small
business owner, etc)

3.
4.
5.
6.
7.
8.
9.
10.
11.
12.

Clerical (eg. secretary, typist, etc)
Salesperson. Retail
Skilled Craftsman
Semi-skilled (eg. laborer, domestic)
Service (eg. barber, waitperson. etc)
Laborer
Fanner
Military
Homemaker (eg. housewife, houschusband)
Not employed

13.

What item below best describes your parent's education? C itd e one fo r
M other and one fo r Father.
Mother Father
I.
I.
Some elementary school or completed elementary school
2.
Some high school
2.
3.
Completed high school
3.
4.
4.
Some college
5. Completed college
5.
6.
Graduate school
6.

14.

Do you have children?
1. yes - i f yes, continue with question IS
2. no - i f no, ship to question 21

15. Please'indicatc the number of children you are supporting in each age grr
2
a.
Under S yean old:
0
1
4
3
S or more
b.
6 to 11 years old:
0
1
2
4
3
S or more
12 to 14 years old:
0
1
2
c.
4
3
5 or more
d.
IS to 18 years old:
0
1
2
4
3
S or more
19 or older
2
e.
0
i1
4
3
5 or more
16.

Do you have any children living at home with you?
1. yes - i f yes, continue with question 17
2. no - i f no, ship to question 21

17. Please indicate their ages: (tire lt all that apply)
1.
less than S years old
2
kinderganner and primary school
3.
middle/Jr. high school
4.
high school
S.
high school graduate, but not in school
6.
college
18.

What kind o f child care arrangements do you have for this
academic year? (Circle all that apply in your situation):
1. share child care with spouse
spouse has major child care responsibility
3.
a sitter comes to my house
4.
arrangements with a relative
5.
arrangements with a neighbor/friend
6.
a day care mother (take child to another home)
7.
IUSB Child Care Center
8.
a day care center or nursery school
9.
none, children are in school
10. none, children are old enough not to require child care
>1. other (Please specify):
How satisfied are you with your child care arrangements'’
1.
very satisfied
2r somewhat satisfied
3.
somewhat dissatisfied
4.
very dissatisfied
Are your children in college?
1. yes
2.
no

21. When did you first enroll at IUSB? (Indicate m onth and year)
I. ___________ month
2.
year

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

[ 178]
Hive you m ended m other college or university? (eg. community
college, four year college or univenity)
1. yes - l/y e t, continue with question 23
2. no - i f no, skip to question 26
Indicate which type (s) o f institution you attended. (Circle oil
turn apply)
1. community college
2. four year private college or univenity
3. four year public college or univenity

36.

How many credits are you currently taking?

37.

Is this considered a full-time or pait-time credit load? (For
undergraduates, full-tim e is 12 credits or more)
1. full-time - i f full-tim e, skip to question 39
2. part-time - i f pan-tim e, continue with question 38

38.

We ate interested in the reasons that part-time students have for taking a
reduced credit load. How important are the following reasons for the fact
that you are not taking a heavier course load? Circle one fro m the follow ing
categories fo r each reason: 1 - very great importance;
2 =>substantial importance; 3 > some importance; 4 » slight
importance; 5 » no importance; 0 - does aot apply.

How many credits did you transfer to IUSB from the other
college(s) or univenity(ies) you attended? (Estimate if necessary)

a

Is IUSB the first college or univenity you attended!?
1. yes
2.

no

b.

Which one describes your high school background?
1. graduated from high school
2. completed a General Equivalency Diploma (GED)
3. did not complete high school and did not complete a GED

c.
d.

e.
f.

What was your overall high school grade point average? Circle one
1. below 2.0 (C- or below)
2. 2.0 <C)
3. 2.5 (CWB-)
4. 3.0(B)
5. 3.5 (B+/A-)
6. 4.0(A)
7.
not applicable since I did not complete high school and did not
complete a GED

39.

I

2

3

3

4

5

0

5

0

Please indicate the three major sources of money you use to pay expenses
for college. Rank them by placing a I in the blank next to the m ost
important item, 2 fo r the second and 3 fo r the third.
1.
2.
3.
4.
5.
6.
7.
8.
9.

Since completing high school, how many times have you been out of
school for at least a semester?
1. one time (specify years: from 19
to 19____ ) skip to question 32
2.
more than once - continue with question 30
40.

Approximately how many times were you out o f school for at least
a semester? ____________ times
to 19_____

____

___
___
___
___
____

my own salary and/or savings
my parents
funds from my spouse
funds from my children
employer tuition reimbursement
scholarship, financial aid
loan
veteran's benefits
other, please explain

Are you presently receiving any student financial aid?
1. yes - i f yes, continue with question 41
2. no —i f no, skip to question 43

4 1. What kinds o f student financial assistance are you receiving? (Circle a ll that
apply)
1. scholarship
2.
Pell grant
3.
National Supplemental Educational Opportunity grant
4.
Indiana Educational Opportunity grant
5. Adult Part-time Student grant
6.
student loan
7.
veterans educational benefits
8.
work study

What is the highest academic degree you expect to obtain?
1.
Bachelor's degree (BA, BS. etc)
2. Master's degree (MA. MS)
3. Doctoral degree (Ph D. Ed D)
4.
Professional degree (MD. DDS. JD, etc)
5.
do not expect to obtain a degree
Did you apply to colleges or universities other than IUSB?
1. yes - continue with question 34
2. no — skip to question 33

42.

Following are statements describing ways o f receiving financial aid which
might afreet a person going to school. Circle one
Very Fairly Not
True True___ I q k
a.
Without financial assistance, I would
be unable to attend school.
b.
Provisions under which I receive assistance
interfere with my academic program.
c.
I'm concerned about repayment o f the assistance
but will not interfere with my attending college.
d. I’m concerned about repayment o f the assistance
and this may interfere with my attending college.

43.

Are you currently doing any work for pay?
1. yes - i f yes, continue with question 44
2. no —i f no, skip to question 47

In applying to colleges, was IUSB your
1. 1st choice
2. 2nd choice
3. 3rd choice
4. 4th choice or lower
A.

I

Are there any other reasons not mentioned above why you are not taking a
heavier course load? Please explain briefly_________________________

Since completing high school, have you gone to school continuously or has
there been any time when you’ve not been going to school for at least a year?
1.
I've gone to school continuously since high school—skip to question
32
2.
I've not gone to school continuously since high school - 1 was out of
school for a semester or longer - continue with question 29

When was the last time? Specify years: from 19

Courses I wanted were not ofTered.
conflicted with each other, or not scheduled
at a time I could take them.
My work (paid employment) does not leave
me enough time to take more credits.
I have children and/or home to care for.
I was afraid my grades would suffer if I took
more credits.
I could not financially to take more credits.
I'm happy with my present course load and
do not want to take more credits.

audits

What overall Grade Point Average at IUSB do you expect to have
after this semester?
1.
3.5 to 4.0
4.
2.0 to 2.49
2.
3.0 to 3.49
5.
1.5 to 1.99
3.
2.5 to 2.99
6 . below 1.0
Your field o f study is?
1. Behavioral sciences
4. Humanities
2. Education
5. Business
3. Pure Sciences
6. Other
2
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44.

IV: ACADEMIC AND INTELLECTUAL DEVELOPMENT
64. I'm satisfied with the extent of my intellectual
development since enrolling at IUSB.
1
65. My academic experience has had a positive influence
on my intellectual growth and interest in ideas.
1
66. I’m satisfied with my academic experience at IUSB.
1
67. Few o f my courses this year have been intellectually
stimulating.
1
68. My interest in ideas and intellectual matters has
increased since coming to IUSB.
1
69. I'm more likely to attend a cultural event (for
example, a concert, lecture, or art show) now that I
was before coming to IUSB.
1
70. I have performed academically as well as I
anticipated I would.
1

How many hows a week, on avenge, do you marie? _________ bouts

45. Is your job?
1. on-campus
2. ofT-campus
3. I have jobs boih on and off-campus
46. Following are some statements which describe different ways o f working
(paid employment) which might affect a person who is also going to school.
Circle one
Very Fairly Not
a.
b.
c.
d.
e.

Work and school are in conflict; I find it hard
to do both.
My work is related to my field o f study.
My work is challenging and engaging.
I like working and not just going to school.
My work does not seem to interfere with school.

I
I
I
I
I

V:
71.
72.

The following statements refer to your experience as a student at IUSB. Indicate
Mow closely each statem ent reflects your own experience by circling one number
fo r ta ck statement, according to tbe following: I - stroagly agree;
2 ■ agree; 3 * neither agree nor disagree; 4 * disagree; S - strongly disagree.
I:
PEER-GROUP INTERACTIONS
47. Since coming to IUSB. I have developed dose
personal relationships with other students.
48. The student friendships I have developed at IUSB
have been personally satisfying.
49. My interpersonal relationships with other students
have had a positive influence on my personal
growth, and values.
50. My interpersonal relationships with other students
have had positive influence on my intellectual
growth and interest in ideas.
51. It has been difficult for me to meet and make friends
with other students.
52. Few of the students I know would be willing to listen
to me and help me if I had a personal problem.
53. Most students at IUSB have values and attitudes
different from my own.

II: INTERACTIONS WITH FACULTY
54. My non-classroom interactions with faculty have had
a positive influence on my personal growth,
values and attitudes.
55. My non-classroom interactions with faculty have
had a positive influence on my intellectual growth
and interest in ideas.
56. My non-classroom interactions with faculty have
had a positive influence on my career goals
and aspirations.
57. Since coming to IUSB. 1 have developed a close,
personal relationship with at least one faculty
member.
58. I'm satisfied with the opportunities to meet and
interact informally with faculty members.

1 2

3 4

1 2

3 4

1 2

3

73.
74.
75.
76.

INSTITUTIONAL AND GOAL COMMITMENTS
It is important for me to graduate from college.
I'm confident that I made the right decision in
choosing IUSB.
It is likely that I will register at IUSB next fall.
It is not important to me to graduate from IUSB.
I have no idea at all what I want to major in.
Getting good grades is not important to me.

2

3 4

2
2

3 4
3 4

2

3 4

2

3 4

2

3 4

2

3 4

1 2

3 4

1
1
1
1
1

3
3
3
3
3

2
2
2
2
2

4
4
4
4
4

77. Sometimes students face difficulties in pursuing their studies. Some
problems that other students have mentioned are listed below. How mm
a problem are each o f the following to you? Circle one num ber occordi.
the follow ing scale: I - sjgnificaat problem; 2 - somewhat of a prob
3 - a m inor annoyance; 4 • no problem at all: 5 - not apply.

4
a.

1 2

3 4

b.

1 2

3

4

c.

1 2

3 4

d.
e.

1 2

3 4
f.
8h.
i.
jk.
1.
m.
n.

Conflicting demands on my academic time
because o f home and family responsibilities.
Conflicting demands on my academic lime
because o f job responsibilities.
Other interests, other things I'd rather do with
my time.
Getting along financially.
Child care arrangements when I'm in classes
and for studying.
Feeling inadequate about my academic abilities.
Apathetic about school, questioning its value.
Conflicts with roommates.
Problems with dating
Problems with spouse or mate.
Problems with children.
Problems with parents.
Problems with housing.
Problems with transportation

1

2

3

4

1

2

3

4

1
1

2
2

3
3

4
4

1
1
1
1
1
1
1
1
1
1

2
2
2.
2*
2
2
2
2
2
2

3
3
3
3
3
3
3
3
3
3

4
4
4
4
4
4
4
4
4
4

1 2

3

4

1 2

3

4

1 2

3

4

IUSB offers a variety o f services for students. Some o f these services ar
listed below. For all o fth ese services, please circle whether you ever u
the service.

1 2

3

4

A.

1 2

3

4

III: FACULTY CONCERN FOR STUDENT DEVELOPMENT AND
TEACHING
59. Few of the faculty members I have had contact with
are generally interested in students.
1 2
3
*0. Few o f the faculty members I have had contact with
are generally outstanding or superior teachers.
1 2
3
61. Few of the faculty members I have had contact with
are willing to spend time outside o f class to discuss
issues o f interest and importance to students.
1 2
3
62. Most o f the faculty I have had contact with are
interested in helping students grow in more than
just academic areas.
1 2
3
63. Most faculty members I have had contact with are
genuinely interested in teaching.
1 2
3

Have you ever used this service? I “ yes; 2 - no: 3 = not aware c.
this service. (Ifansw ered "yes" on any o f these services, please
complete B and C )
Academic Services Center (Advising)
Student Health Service
Career Planning and Placement
Housing Office
Counseling Services
Financial Aid Office
Student Recreation and Intramural Building
Office o f Campus Life
Minority Affairs Office
Veterans Affairs Office
Foreign Student Affairs Office
Other (please specify)

4
4

4
4
B.
4

How did the staff treat you? I - interested and caring;
2 - o k , businesslike: 3 « appeared not to care.

3
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1 U
I

N

2

3

I 2
| 2
I 2
| 2
I 2
I 2
I 2

3
3
3
3
3
3
3
3
3
3
3

1 2
I 2
I 2

1 2

[180]
1 2
1 2
1 2
1 2
1 2
1 2
1 2
1 2
1 2
1 2
1 2
1 2

Academic Services Center (Advising)
Student Health Service
Career Planning and Placement
Housing Office
Counseling Services
Financial Aid Office
Student Recreation and Intramural Building
Office o f Campus Life
Minority Affairs Office
Veterans Affaris Office
Foreign Student Affairs Office
Other (nlease sneeifv)
C

3
3
3
3
3
3
3
3
3
3
3
3

i

2. Clear and concrete purpose - I'm working toward some concrete goals.
3. 1 find school interesting and stimulating, although I'm not sure what I
will do with it.
4. Going to school is helpful in a general personal way —it's helping me
think things through.
S. ! am required to attend by parents or other authoritative person or body.
89.

Did the staff provide help? 1 “ yes; 2 “ no.
1 2
1 2
1 2
1 2
1 2
1 2
1 2
1 2
1 2
1 2
1 2
1 2

Academic Services Center (Advising)
Student Health Service
Career Planning and Placement
Housing Office
Counseling Services
Financial Aid Office
Student Recreation and Intramural Building
Office of Campus Life
Minority Affairs Office
Veterans Affaris Office
Foreign Student AfTairs Office
Other (nlease snecifv)

Have you decided what type of career or work you want after you complete
you education?
1. yes, and very sure of my decision
2. yes, and fairly sure
3. yes, but not at all sure
4. no. undecided among two or three choices
S. no, don't really know what 1want to do

The attitudes of family members may influence students. Please circle a number
after each person which tells how they fe e l about your being a student: 1«
pleased; 2 « doesn't care; 3 » displeased; 4 - 1 don't know; 5 * 1 don't have
any.
pis dc dso dk

u r indicate how often you did each o f the follow ing activities during this
tester: 1 « never; 2 ■ about once a semester; 3 “ about once a month: 4 ut once a week; S * almost every day.

90

Mother

1 2

91.

Father

1

92.

Siblings (brothers Si sisters)

1

93.

Other relatives

94.

dha

3

4

5

2

3

4

5

2

3

4

5

1 2

3

4

5

Spouse, fiance, girl/boy friend

1 2

3

4

5

3

4

5

3

4

5

Went to coffee with another student between classes.

1

2

3

4

5

95.

Children

1

Met another student to socialize off campus.

1

2

3

4

S

96.

Any other person important to you

1 2

Participated in on campus recreational activities.

1

2

3

4

5

97.

On the average, how many total hours per week do you study for your IUSB
courses? Please circle one

Participated in club, society or volunteer organization
on campus.

1

2

3

4

5

Met with other students to study, prepare projects or
do class presentations.

1

2

3

4

5

|
1

1.
2.
3.
4.
S.
6.

1

Was active in a volunteer or community service
organization off-campus.

1

2

3

4

5

i
1

Socialized with friends who are no enrolled at IUSB.

1

2

3

4

5

>

Socialized with colleagues from an off-campus.
non-university job.

1

2

3

4

5

i

b.
c.
d.
e.
f.
a.

Meet new people, get away from daily routine.
get involved with something new and different.
The kind o f work 1 want to do in the future
requires the education.
Curiosity, to be better informed, and gain new
knowledge.
Advancement or promotion in my present job
or occupation.
Many o f my friends are in school.
Work toward certification, licensing or
professional continuing education requirements.
Other (nlease snecifv)

0 to 5 hours
6 to 10 hours
11 to IS hours
16 to 20 hours
21 to 25 hours
more than 25 hours

98

How many hours per week do you spend in the IUSB library?
1. 0 to 4 hours
2. 5 to 8 hours
3. 9 to 12 hours
4. more than 12 hours

99.

How many campus organizations do you belong to (including athletics)?
1. none
2. one
3. two
4. three
S. four or more

.
i

People go to school for many reasons. How important are each o f the
following to you as reasons for going to school?
1 * very great importance; 2 ■ substantial importance;
3 * some importance; 4 * slight Importance; 5 » no importance.
a.

2

|
I
|
t
j

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

!

1
1

2
2

3
3

4
4

5
5

1

1

2

3

4

5

j
j

|

|
j

Which o f these statements best describes the meaning o f school at this point
in your life?
1. Not really sure —1 often wonder why I'm going to school.

100. In a typical semester, how many classes would you miss (without a medical
excuse)?
I. None
2. About one or two
3. About three to five
4. About five to eight
S. More than eight

j
|

101. Do you plan to return to IUSB next fall?
I. definitely will return
2. probably will return
3. not sure
4. probably will not return
5. definitely will not return

I
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